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FREFMGE

"This 1s the third ~¢ & geries of reports concerned with the
teachiﬁg’of disadvantaged childrer. They are the dirc-t outcome of
the proposal funded «a part of the U.S. Office of Education's T.T.T.
Project. The initial proposzl was presented under the namzs of
Saruel R, Keys, Raymoad §. Adams and William D. Hedpes as co-project
directors and Beb G. Wooda as Deéan of the College of Education,

Prior to the writiag of the provosal, a'planning comnittee after
deliberating over gznoral prioritiesfagreed on the fecus that was
adopted in the present vrdertaking. That cc..nittee compriszed:

Robert R. Whealer, Assictant Superintendent of Schools, Kansan City,
Mo., William D. Hedyes, (then) Aseistant Supériantandent of Schoole,
Clayton, HMo., (now) Lhalrvan of Cutriculum and Instructicn, University
of Missouri at Columbia, and also from the University of Missouri at
Columbia, Samucl R.'Keys,'Associaté'Dsan of the College of Education,
V. ¥ranzis Fnglieh, Pean of Arts aud Scle:ce, Donald 0. Cowgill,
Professor of Soclology, Ralf C. Badell, Professor of Education, and
Raymond S. Adama, Associate Profassor of Social Pesearch, Education
and Sociology. ‘ ' '

'This present r=po1t confines 1ts attention to the potential
relevance 'of o.7 1 h,,;in tre develo,zant of a teacher training
program. It reprcsents only ore scetion of the infitfal phase of what
was plarned es a multi-ghase projct. I orizr to set the present
teport in perspzct.ve it 1z useful to outlinz the ‘rationale that lies
behitd the whoiz gcheme. o ' ' '

We startad inttially depressed and impressed by the fact that
for the disadvantaged chi1d, tte corszgacnces of disadvaitage are a
deprived end unhappy past, 'a dveh and unpronising greseat and a future
beret with hopalac-ness. ¥e vesognized that if cdvcation were to
combat the deprivaticia of dizadvantage, 1t would have to undergo
‘substantial reforn aad inprovesient. Hevever, whatever the nature of
this reform:dnd'inprou_a‘nt vignt be, 1t weuld be of no use 4f the
teachers of disadvnutagzd children recained iucompetant to dedl with
their unique cddcationél pr oblem, For thig reeson, we felt that the

most immedfnte task was to go chout training teachers who could opézete
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suzcessfully. with disadvantaged children--irrespective of the extent
to which school systems‘hag undergone organisa:ional and economic
reform themgalves..: 5. ... g e o B T
He were led by our emnhaais on teaching to focus 1n1tially on.
the teacher-nuril transaction. In the most down-to-earth.terms, the .
educational process requires the teacher to act as an intermediary
between the child and tha subject matter of the curriculevr, As an -,
intermpediary, the teacher translates subject nattor into forms
apnropriate for the.level of conceptual develooment of the child.,.

How efficient the teacher is then, depends on (a) her subject matter

competency, :(b) her ability to understand the child's concaptual ’
state,.and (¢) .her ability to mediate between the two. It has been
clearly demonstratgd (Coleman, 1968) that teachers have failed
spectacularly as nsliators for the disadvantaged child. Avaflable . .
evidence guggests that thig failure stems Egg.from ignorance of subjcct
matter but rather from a lack of qn@epscandgng of how.the disadxaq%qéad
child;thinks, how he fcelg and how e 'sces' the ﬁor1¢ around him,hnuu

While the nroblem may be stated ia relatively sinp;e ;e;ms,lli;w
solutiqqsigannqt-bg. What we have here, is an, 'understanding—pap'
that separates the teacher from the taughts-the chetto dweller from.,
the,mainsrrean of American life. .. %nd this £s . a culture ﬂap~-some .
times as.wide df not wider than the gap between Anerican cultyre aﬁgJ_
say, JJapanguey. The illustration nmay He overly dramatic, but the .. .
ingredients are the same. The two cultures, phetto and non-ghe etto, .
ara guossly ignorant of each others ways of 1ife.  Bpocentrically and
ethpocqntrﬂ;@llyi:thqv verceive their own virtues and the.other's. . .
vicag; seldom secing their own vices and the other's virtues. -Because
the twg cylturea have ‘ong been, aenarated, their reebective inhabitants
trave aeldom felt constrained to examine their intercultural 1ela;ionshiq .
Row. with protest .and discontent burgeoning, and intercultural 'incidents'
fncreseing, we Lave hecome aware of :the need to ray attention Sé;théﬁz
socigl prodlen in our midst. What.we see.does po;_encha;q.ixwewhgye[:
in the case.of:the dgsadvantaggd.it seems, ;ang;blg:ey;dencg_gbgéjin 
_violates the American dream... . . .. S ) i._ .:'i
Qo But merely to identify the problem and becone 1ntenae1y concerned
FRJIC: not to solve {t. Solution depends on overcoming the inertia of
P o] (’
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history-~the social conditicns. that led to the extremes of poverty and
disadvantage. ' They are, though we may be unuilling to admit {it, still
with us to a considerable depree. ‘Ye have eliminated the practices ot
slavery but the ‘attitudes: that made 1t socially acceptable in the first
place, have only undergone slight evolutions. Attitudes towards ethnic
ninorities and the economically unsuccessful, still reflect older belfeafs
in the soclal, moral and intellectual inadequacy of those who can be so
clagsified. -Given the irrationality of such attituces gnd bgliefs, énd
given their dysfunctional social consequences, reform is patently
necessary. Buat the task 1s obviously a marmoth one, It will not bde
accomplished ‘by haphazard, plece-meal attacks on selucted oroblems nere
and there. Nor will it be accomplished immediately. We can znticipate
that efforts at amelioration will intensify over the years, ic rance,
in scope and in focus:. -One focus, and we think a critically juwportant
one, will-be education.. BHowever, education has not yet cerved the
disadvantaged -communitv weli:. It too 1s bowed down by its own 1hert1a.
Consequently, if . educetion is to change, it tno will have to do»morc
than makeé. minor vodifications to its venerable.structure. . ,.
"Because we helieved that educatinnal change in the training of
teachers of.disadvantaged childyen would need %o be substantial, we
énvisaged  (1). the develonment of a comorehensive: and {ntegrated 'gysten'
(in the systems theory sense of the word) for training teachers of the
underprivileged so that thev hecore exnerts. in understanding the wcfld
of the disadvantaged; (i1) fhc implementation of that system as both
pre-service and- {n~-service.teacher traininp nrozrams, and pqﬁ: inportantly,
(111) the utilization ofuéhis systen in-action a3 a training nrogran
for the trainexrs of teachers of the d&aadvantaged o ) .
Hovaver, another assumption upderlay our initial rlanning. ﬁe
81d not necessarily believe that all change must neceqsarily,bg‘ﬁor
the better. "e were convinced. that some need)ess exgend;;ure_pilmoney
and effort could be avoided by careful and sygtematic planning. Wg‘
algo telieved that careful and systematdic planning_upuld_bg,facilitited
if advantage were taken of whatever up-to-datq knowledge relevant to
" ‘the ‘problen .could be pathered, evaluated and used. Because we thought
that a:substantial amount of the knowledge availablq.id.théusbcgal
sciences about the world of the di.advantaged‘ghild:woqld”be’relevaqf,

4 '
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we argued that it should therefore be accumulated, distilled and, when
anproved, be incorporated into our new system for training teachers.

ihile in eccordance with the Trinle T requirements, our principal

objective was to provide a tralning program that would be viable for .

preparing ‘trainers of teachers of the underorivileged, we held that

‘such viability cannot be demcnstrated unless competent teachers are

‘being produced. Thus, hand ia hand with the main objective vent a

correlative cne ‘of developing a rrogram for the actual training of
teachers, This program for teachers of underprivileped children -then
would serve two purposes: (1) to provide concrete evidence of the . -
pracdtical results of the system, (2) to vrovide a continuing source
of evaluation of and feedback to tte-main prozrams

"It ‘should be emphasized at the cutset that the training of
teachers lnvolves more than the trainers themselves. - It involves

curricula; équipment, nlant; and, in fact, oll the:parachernalia of |

. the ént{ré tédching prosram. Consequently, any improvement in any. .

of these is, ia cffect, an improvement of ‘the trainer: The nrojcet.
srovided not orly for imrrovement in the training of the trainers, but
also improvement it teaching aids and curricula as well.. Further, it
provided for imnvovement in-the quality of sunrlementary training .
given by schocl asdministrators and supervigory tcachers.; Finally, in
order to follow through, it provided for the develonment of a
completely pay tralner-tra'ning »r¢iram per'se. .
“The ‘ptogram €an bast ve seen a3 a seriés of 1nterrelated Tagks.,
These T4dks clustet for forrm four majcr Overations. These Np2rations
are ‘redpectivély: (1) reséarch end development::. (2): activation,
(3) dissenination; and (4) anvlication. Operation 1 renresents the
'planning stage'; Operation 2 represents the:'pilot stape', and
Operations 3 and 4 represent: the 'opetating stage'. The nresent report

‘1d concerfed only with-one aspact of Oneration 1.. As such {1t is

consistént with the other. aspects cf Operation 1. They sll-employ the

-jamé dtrategy. -1t jgtdiefarent: fron the others:in that its focus is

‘

on cotmwmity develosments
Rationala. Edocational action-should be based on scientifically

gleankd jnfofmation. .Regrettably,.there ¥s no emmirical evidence

hvailhble-éhat”hdeﬁu&fely‘apecifiealthefconseguencec'of-ggl nrosram.

o
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for the disadvantaged. Educators canpot say with assutance 'if you do
s0 and so with disadvantaged children, then such and such will ‘result’',
The best available inforcation at the moment consists of teachers'
'gocd fdeas'--tlie assembled 'folk wiadom' of the past. Regrettably the
wost available inforttation also comes {rom the same source. This folk
wisdom as we hase seen, has been grossly inadequate in meetiug the °
needs of the disadvantaged child. This is vartly because there ig no

a priori basis for distinguishing between the best snd the worst, and
partly because no attempts have been made to accunulate, integrate and
organize the insights and understandings that expert practitioners have.
However, othar socfal sciences have been concerned with the under-
privileged for some time. They have evidence and insights that could
be valuable {f adapted to educatfonal purposes.” Given the criticism

of current educational practice, it seems wise at this point in:time,
to take advantage of any scientifically derived evidence not matter its
orfgin, provided that in the judgement of educationists, it {8 seen

as potentially usefu!. o :

The problem that inftielly cc..fronted us then wes to select
among the fifferent gociel science areas available. The relevancy - . -
of psychology and sociology were, we thought, both self-evident. So
was thst srea of aducatfonal research deveted opecifically to the
d;sad#antaged. It also seemed to us, given the:central part that
language plays in education, that lin,uistica should prcvide us with
another. &iven also the school as an agéncy contributing to, and -
influenccd by societal chanpge) the' inclusion’ of community development
seetied wWarranted. However, thiere was also one’ applied social science
whose record of concern for the disadvantaged was long and meritorious-- .
social work. ¥or this resson wé chobe to vlace it under examination-
also. B e o ; L

To the resulting six social science areas wa added a s¢ venth
that could not Le strictly classified.as scientific. We felt that
practical experfefich should not be completely disregarded. We knew that
teachers hel fusights and understandings that were invaluable. The
fact that they were mot necessarily well documented in the 14i‘terature
or well {ntegrt¥d in the'way that an academic theoretician might

systesdtise his Underdtandings, was not a sufficient deterrent to . .
\
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prevent our:attempting- to probe this area too. Co o

‘Our-intention then was to attempt to establish a bridge between
education .and each of theése areas.. To mix the metaphor we wished to
beging a’'process.of translation into educatfonally useful terms of what
might otherwise be vegarded & exotic and escteric information -
exclusively the property of the social sciences.

Our strategy in avpproachinp each of the areas was the same in
each case. It was twofold, First, we were to assemble a group of five
acknowledzed leszders im the field and confront then with the question:
'Given what insights you have into your area and knowledgs you have
about it, what do you consider. the teacher of disadvantaged children
needs to know, think, feel and.understand'.. In the discussion that |
ensued, the task of the moderator (an educationist) was to cenfine
artention to this single-minded question and to probe the:implications
of the point raised. Initial expcrimentation led us to conclude that
an all day session (with saitable breaks) .provided optimal returus.

The discussion was tape-recorded and the resulting transcript then
provided' a'permanent -record of currently splient. ideas: - The gecond
strategy entalled an extensive 8carch of contemporary literature, This.
was to-be undertaken by graduate-students in: the specific. areas.. = ..
Their knowledge of available sources, and their comceptusl orientation .
derfved from thelr recent training would, we thoupht, provide us with
the best meaus of gatilitg an un=-to-di te product. They were initially
instructed {n the objeitives of the exercise and the frames of reference,
they were to-usa. Thay too had to adort a.simflar, single-minded focus
-~the relevancy of the' writings they were examinirp for the teachei who
was teacthing disadvantaged children. They were charped: to (1) survey -
all contemporary writimg that dealt with the disadvanteged condition, :.
(11) sbetract from each example whatever was thought to ba (even
remotely) velevant:to the ceatial iasue, - (1ii) organize the abstracts
8o that Yicted aftdr the dibliographical data, were  (a) a statement. -
of facts that wore empirically supported (or were known to ba emnirically
supnortable),-: (b) a statement 6f sssertions not eavixically_supported.‘_
(c) any relevant recommendations made within the article, and ' (d) .
vhere thought neceasary,- any commnts. The abstracted matsrial was then
I{j}:rcorded onto McBee carde. ‘Subsequentliy, the somplete array of McBea - .

IText Provided by ERIC 14
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cards was studied 1n orderithat a basis for conceptual napoing of the
whole area '¢ould bé ‘developed.: Thereupon, the McBee cards were apain
exanined, this time to relate their content to the respactive conceptual
categories.’ This comnlated, we would then have 2 systematically ordered
and organized set of information on which the next stage of the planning
nrocess could build. The next stape was 'to invalve the comatruction of
a set of behavioral objectives consonant with the distilled information,
and appropriate for teachers of disadvantaged children.

This present report presenta the vutcomes of the examination of
the Social Work area. Snecifically it reccsds (1) the deliberations
of the Sociael Work consortium, (i) a condensed version of the material
abstracted in the literature search, (iii) a concentual mapping of the
field, accommanied by brief listings of relevant facts, (iv) a final
surmation. The report haa been organized on two assumptions, ¥First
that the gathering together of Social Work information relevant to the
education of the disadvantaged would prove useful to those concernad
with developing teacher training programs. In thie sense, the report
is a source book. Second, that the outcumceas of our own deliberatinns
on the protliems of cducating disadvantaged <%41ldren might also prove
helpful to others who have similar concerns. However, because we
recognize that the planners of training nroprams are as uniquely
individualistic as the problems they confront, vur emphasis 18 on the
first rather t .an the second. Most rcaders, we assume, will make use
of the first three sections. We of course, will make mast use of the
fourth. It will nrovide the nad from which the next sten of practical
implementation will be launched.

As well as the co-directors a nunber of peonle involved in this
part of the oroject should rezeive special mention. Initially, fimcal
reaponsibilit} for the project rested with Desn Keys. When he accepted
appointment at Fansas State University the task was taken up by
B, Charles Leonard. Susan Sanders, Susan Jameson and Sally Leary took
major responsibility for the literature search. They did so under the
administrative care of Fred Gies and Barncy Hadden, both of whem took
administrativa responaibility for the other literature searches as well.,

@ The fact that the writer of this manuscript 414 90 on the other side of

[E l(:the esrth placed sdditional burden on Chacles Leonard and Fred Gies,
s 8 b,
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Their 1iaisod activitiés have been uuch sppreciated. Much ‘appreciated -
too has been:the efficiént service provided first dy Kirsten Morgan

who both. steeréd the enterprise hete exspertly and typed the manuscript,
and my Terence Halliday vho provided a variety of back-up services.

Raywond S. Adams,
Palmerston North,
New Zealand,

" October 1370.
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SECTION I

O A S T . Conlae
T L T TR RS - R R B
This sqction 15 devoted entlrely to the consortium held 1o New
York in January 197). 1Its participants were:

Dr. Bertram Beck,

. Executive Director,

Mobilization for Youth, New York
Déun James R. Dumpson,

School of Social Science,

" Pordham University

Professor Ira Gibbons,
School of Social Work,
Howard TUniversity

Professor Carol H. Meyer,
5chool of Social Work,
Columbis University, New York

Professor Yeyer Schwartz,
Schnol of Socfal Work,
University of Pittsturgh
and, as mo&erator,
R Professor Raymond S. Adams,
' College of Education, and
Center for Research in Socdal Behavior,

University of Missourl at Columbia.

. The deta.l cf tha consortium 8 discugsion i{s contained in the
bulk of the paragraphg that tollow. What may not be apparent, becausz
of the tmpersonality of the printed word, is the extent of sympathetic
inteqaity'mgnifepted throughout the discussion. It was obvious that
our concern was theirs, and that the sincerity of our desire to -esolve .
problems was uatched by their.willingnees to help. It s boped that
some impression of this general atmosphere of goodwill and imtegrity
of purpose reuefns. .If it does not, the fault lies with the editor
and the printed medium. rathexr than uith the participanta, . . . .

Several conventions haye been u-ed in editing the transcript. e

11
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First, although the speakers have not been identified geparately the
mederator has been--go that his socfal work nativete will not be
mistakingly attributed to the experts. Speakeia are demoted with one
eaterisk, the moderator with two. Second; an attempt has been made to
preserve the essential messages of the discusalon faithfully. However,
in order to po part-way towards meeting the expectations that readers
might have about printed script, an attempt has been nade to observe
the more gencrally accepted conventlons of written language.

The transcript of the discussion takes up at the point where
the maderator was summarising the purposes of the enquiry.

A4 I presure that vhat I should do firet oF all is gire an outline
of vhat the project ie all about. Then & suspect we should visit a
little over general problems. Finally, I've got eome focuseing questions
that ean come up later on. ‘
Bagically, the project wae developed + vesmomsa to a nationuide
U.8. Office of Fducotion requeat for programs that would bring about
veform in teacher training. Because we felt ilere was a valid need,
we focuseed on the education of the disadvantaged. We thersupon argued
that 1f we were going to reform teacher training, and in partieular
introduce systems whereby the trainers sf ieachers thermaalves would be
tiained, we nad to be sure we had a viable sysiem for producing teachers
in the first place. Wa feQOgniuad that thers waen't any good research
that would give us a firm foundaiion for etating unequivocqlly that any
particular wvoy was the best way to go abouv tecelier training. MHe
recogized that education was limitad in its insighle. But we argued
that there might however, be insights, knowledge, and urdarstanding
available in other dieoiplinee and that education oculd make uce of them.
But the prodlem was fo get conmmicativn between the other disciplines
end eduoation,” For inatonce, if there are velevant soctologioal inéights,
it i8'a little bit difficult for educationists to get hold of them
without theis becoming soafologiste firet. So'we thought ve should
try to establish hridges between the relevant sooial eoiénce dideiplines
and eduoution.” We ‘propbsed théréfore to tap the hesources avatlable in
o ~rial work, community development, eocwimguistioa, in gooial ‘
l:[{\f:;ohology aid soctology and, aé well, i1 educational veseareh itaclf.
ull Text Provided by ERIC ld ’
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Our procedure was t6 go to thz2sz arcas and say: "Given what 18 lowown
in the discipline, given the discipline's insights, irrespective of .
whather they ave supported or not, vhat does it szem that the teacher
of widerprivileged youngsters nceds to know, think, feel and widerstand?”
We have two etrategies operating. One of thesc 18 to accumlote '
experts (like yourselves}, sit them dowm together, confront them with
our key question and get their discussion or the question. Coincidentally
with this strategy we have a literature search going on in each of the
several areas. This 18 being undertaxen by graduate students from the
rzspective disaiplines. So fov example, we have seceial work gradunte
atudents doing reeaarck on sooial work literatuc:. Here agoin the
searchers have our oentral questiun in mind. They look for anything that
they think, gtven the sooial work perapective, is {zven marginaily)
relevant to our problem.  Now, onas we have obbained these two sets of
information cur problem ie to enganize them and relate them to m
educational modal--a kind of process of refining and filtering. This
done, we would have a basis for adapting.soctial work tneights ts our
own purpesas--the setting up of a program to train tsuchers of dis-
advantaged ohildren. At the moment we have citly completed the linguisiics
study, and we have a report that testifiee to our efforts. In tha
report, nalf is devoted to a consortitem (iikz this ones. The other
half 18 organized in thie particular way: (I'll rexcunt it because I
think that it explains our ovientation the best.} The first sectium
attempts to set up a eonceptual frameuwerk wvhich aacormodates the tuwin
ideas of disadvantagednzss wul sociolinguistics. So, we say in effect,
when sootolinquistics mwi disadvaniaged edusation are brought ..:gether,
the problem scema to be able tu be spsoified in certein terms. The
dimansions of the problem, thz elemente of the problem, ean bz stipulated
in precige terms. This ooncaptual framework sets the rules for ths
reet of the play. So we take the corveptual framawork and aek: to what
extent doea research baar on the modal--vhat isformation 48 avatlable
from the literature search in parttouiar, anwa from other sourcee available
to us. Thie 18 memaly a matter of reporiing. Tha second ecation of this
part of the report deils with reoommendations that have been mada--
irrespective of the quality of tks reconmendation and {rrespeotive of
KC the basle for the recommendatiom. Wa felt thie nesessary because we find

13 &%
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that when people deal with educati mal <3sues, they tend to make
recommendations. Given their eincerety of purpose, we thought we
ghould recognize the vrectwmicndations for what they are worth, Finally
in this seation, the infomcitinn that has been gemerated up to this
point ig subjectad fo furiher examination and our recomrendations for
the peform of tne teache; tmwmg program are put forward ae a

' awrimtwn. '

When this eam” procedure has been completed in all of the areas
chogen we will finteh up with at least eix different points of view.
Whether they gel or not remains to be geen. I suspect that therz will
be points over which therée will de quite substantial eonfliot. But
merely to know of the oonfliet, and to be able tn express it is, I
think, to begin to lead toward thz solution of that conflict. Eowever,
when ve've got chese eix points of view, our next step will be to etart
ereating a teacher training program that accommodates them. At that

point, the educationiets take over. Theip problem becores; given thase

desiderata, how ean they Le converted to behavioral objectives that

are Foth educationally feasible and practiccble for our training program?

What_ in other words, should our trainecs who have been through the

progrem be able to dp when they've finished it? Once these behavioral

sbjectives ave specified we then deviss programs complete with curricula,
atde, perhape filmetripe, perhaps programmed instruction, perhape video-
tapz2e, 'perhapé stmilated eituations, cte. that would lcad to the desired
end sesutl. Now, we aseun2 that in this process there will be eubstantial

contact with the wvorld outeide. Orie of our basic feelings at wwy rate,

i8 that there should be a oloser conmzotion between the real world and
ths teachex' training aystem. Fhen we are at that stage in devising the
program, we want to invelve, very direotly, commmitice and sociecties
that cre archetypical commeitice and soeietice for our students. This
18 80 that they havz soma sort of famiitarity vith the kinde of
conditions thay dre going to wet and some kind of direot aomtaot with
" the people who live 4 then., In othér wrda, 80 that they get eome
affintty vith réality. : : :

" That's the whola projeot. orhnpe therg are queacwna that you
1 myl‘d Utke to ask at this point. - S
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d Very, vary loosely--except we arz confined by a need to restrict
ourselves *2 urban disadvantaged. We *end to define it rather
sootologieally--anything that anybody calls disadvantaged tis for our
purposes acceptable as disadvantaged. Does that make se¢ns2?

* "Yea. Thz reason I ask ie that there is « tendency in literature
ond edueation generally; particularly in an urban context, to use
aducationally disadvantaged and minority interchargeably. Of course,

I take the position that all ninority studente are not necessarily
disadvantaged educationally., So I wanted to know whether we're boing.....

ol I don't think we feel any ccrpulsion to confine it to that at
all. : : e
* In othsr words, a large part of the educotionally disadvantaged
18 a minority group?

4 Did yeu say your position is that all minority people cre
disadvantaged educationally? Did you say that?

4 ¥o. On tha contrary, I said that all minority groups are not

educationally disadvantaged; even though they reprssent in moty

centare a large part of the educationally disadvantaged.

ol I suppose there are two firidamental ascurptions that wnderiie

our approach. The first one ie that, in the best of all possible.
vorlds, education should be systematically organirad and sh-uld know what
it's about 8o that it can support ite particulur positions by oiting
empirioal evidence. Wa would like t have the evidenoc that statee if
you do A, then such and such follows. Ws Xnow we dom't have it, but
we'd 1ike to lead towords this to eome extent. Ths sesond assumpticn
we make, te that we would, in the best of all pogsible worlds, like

our teachers to be professionals. So wa presume it ig they who ara. _
going to make the profesaional judgemente about what they should do in -
speot fio éituations. However, wa are committed to the balief that they
will only be ablz to do this if they get the kind of education that gives
them a series of internalised altermatives that they oen ahoose among
according to the demands of the situation. _ L
4 -Then vhy do you want to guamntee the outeome? I mean, why would
that ba desirable? - U
44 You said gvarumtie--T don't oelwve I dui.

4 Wall, you eatd destrabls.
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At Tt would be desirable to have that sort of hisis I presuwne
because if a teacher ie going to make a judgement amomg alternatives,
she ehoul? do eo on the basie of whatever evidence she hze that this
particular judgement 8 going to pay off.
* - So, you're not intereeted in the outecome of the teacner having
speeifio behaviors, but that he makes a sownd judgement ag a professional?
44 Yes. Which implies that she's going to huve some ability to
diagnose thae problem in terms of her professional training and bring to
bear on that diagnosie the understanding she has of the specific situation.
Perhape ‘I should make a couple of final eorments, and then I
should stop talking. The fivset is that I'm not an American--I'm a New
Zealander, vhich meane that I have experienced a different kind of
educational syetem, both at school and wniversity. Ove bf the
characterietice of that wniversity system ta that one tende to be
exposed to an eccleotic approach rather than a specialized training
approach. For this reascm, I'm sort of a Jack-of-a-nwnber-of-trades
by Americcn standarde, an probably mster of none., I'm classified as
an educational scciologist now--that's mainly to keep my American
friends hanpy who've got to put a tabel on me. And I've got some
badkgrownd in educational psychelegy and a certain amount of bavkground
tn educational soalology., As an mmateur I'va done a bit of esaial work
in that I've rwi oamps and a emall institution for delinquent boys,
and I've workaed with « group of delinquent ohildren and I was an
advisor to a women's prison. However, I'm not trained as a sociai
workér; 1y widerstandings are limited. Ira's baon ussiduously
working on me in the last fowr or five hours, but despite his vury
good job, you will havae to, from time to time, cxplain things to m a
tittle, and you may have to exouse the natvele of some of my questions.
However, remember, you're talking to other sducationists as well and
some of them will be ignorant of sooial vork too. Now given our relative
ignmordnae, the faot that we've inoorporated snoial work into our projcat
ig partly an aot of faith and partly an aot of comviotion. W3 feel that
soctal vork's tnatghts and wnderstandings could and ehould ba relavant
to eduoation., But we are not 100% eure how they will ba. £o to this
extent, it's going to be very intereating to sea how you sea the problem.
your point of view that w3 wmt rather tham ay attempt at

16




W A (2 PRI g M At S (s s o

ERIC

-7 -

accomodating an educational point of view.  Does that make sense?

I suggest wz-should talk round the problem fo» a little bit
and then later on perhaps focue on sowic questions that I would like
o aak, :
* wel’ I'd like to comment agair. on the point raised earlier
about tire meaning of disadvantaged--not as a semantic quilble but as
it effeots the fomulation of the problem. T think that the currently
manifested intercst in commnity control, in urban education, and in
black studice, or in other kinds of heritage problem proqams, is a
consequanne of the recognition that the expectations of many teache
of poor yowngstars--yoimgsters from pvesty-strioken homes--are toc lov.
I think there's some evidence that teachers favor youngsters, or tend
to favor youngsters, who most conform to the teacher's own background.
So ane “hep way to talk about the problem would be to say chat certain
tedachere are disadiamtaged. They enc ~“iter certain grouj.s in the
population about which they are {gnorant. Therefore, we have to make
them advantaged as tzachers. I'm not saying that it isn't true that most
yowngsters from poor city homes, when they encownter the school system
and its instruotion, cre disadvantaged. Eut cnee you put the problem
that way I think that you heighten the gap between people. You know,
"if this guy's disadvantaged, then I'm advantaged". And, I think
that makes me gee the persom, or pupil, in a light that may irpede my
ability to teach him. Sc, I think tit our goal has to be to get,
as your program is, more effective ieaching. And the emphasis has to
be onheightening the advantages of the teacher rather than on the
categoriration of the youngeters as disadvantaged.
4 - I would agree with that but I'd probably put it in Juet a little
different temis. I think it's the eame thing however. That is, how
does the trainer of teachers equip t'w teacher with what I call acceptance
of difference~-whatever that differemce is, whether it's a difference
of eultuml backgrownd, whether 1t'e a difference of class, wiether it's
a difference of color. . I'm not just talking ahout an intellectual
acceptanoa of difference which ralates to expsctation, but to a1
emotional asoeptanoa of differencae. Indeed, ir. some instances, -I would
go 80 far as to oay that the teacher should be given some kind of . ‘
~equipment that holps har support difference. I would wanv to get away
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from the old mystique that all teachers are going te come out with
cartain behavioral expectation levels that dares them to support
difference, particularly culturql difference.

4 Wouldn't this let the Puerto Riemn ehild be. Puarto Riean and
let a Chicano child be a Chicano and not try to make him a middle
elass white Californian or white New Yorker.

4 I mean, a teachor must come to that urban setting, prepared to
accept and support difference and to work with it.
4 Did you ever read YA Walker of the Streets”? It's a beautiful

book., It's an old book and it's really not about the present scene,

but there's something in it that I've never forgotten. It's about

Ecet N=y York, in Brooklyn.- There is this Jewish family 30 or {0 years

agu ad the aiuthor deseribue the people and the schools and in particulan

these kide who are bilingual by thie time. because they're speaking

Yiddieh at home. They go to school and the teachers invariably--and this

vas aluays true in those days--the teachers invariably taught them the

Xing's Englishl They taught ‘ecaln't'--they taught even worae than

New Yorkeeza! And it was perfectly acceptable to do thie;  to make over

these kids who were from a middle clase or foney upper -class scene.

And, to follow-up the earlier pomt the idea wae to mpe out the

cuttumtl difference. : .

4 « Wall, there are two things I would hke to comment on.- One i8

the teacher bzing an-accepting person, becavse I think this i an crea

that -I think socoial work should bz qble to contribute to in terms of

education of the teacher. I have often used the example of the mother

wvho washee the baby and the water is dirty. And sle hates dirty water

80 ‘8hé ‘opens -the window and throwe out the Laly and the dirty water,

as aguainat.’the mother who holde tha beby and thiows awy the dirty

~water; That's beoause we tend to identify the baby and the dirly

watar. together. Similarly, our ideas about the dieadvmtaged are put

out in one packagd. We and they coms to late the condition.” We hate

the way the dieadvantaged lookd, tha wey he talke, thé way he walks--

he vomzs ‘to hate-his aolor, to hate hie religion. But when we vefent.

thd accompanimente of disadvantage we rejeot'the people themeelvae.

dow then, do we get the teached, or tha sootal worker to understand that
EKCria persen 18 a pargon for all. that. . - e T

o gx .
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*4 “Presumably anceess in sdeial work ie dependent upon the social
worker's accepting the other persen. Thie implizs that eithér you've .
got particular kinde of people in soeial work or that they have bzen - -
trained that way--it’s been planned that way. So, ie it possible to
train pedple :like that? - Lo ' :
* Before cnyone trics to answer that queation let me ask this
question. What is the process of selection for disadvantaged teaching--
the entrance potnt in training teacheve for the urban setting?. (Bzeause’
in social work thera is somz kind. of selection proccss.} What control
docg th2 teacher training system have over selection? Co
#% T don't think thers's anything dene systematioally from this
particular point of view. I think that ithe question I an foreed to
ask is, given the fact that we hwwe teachers amitted to the system,
to what extent are gome'tratnible into this gensitivity, and to what
extent ‘are we committed to fatlure even befove we start?
* I think ohe of thc most valuable ingredients in social work
education that moves toward thie goal (whieh is wot achieved in all
ingtances) te fiéld work experiemce. Thut is a very important dimengion
of social work education. I've also always felt that with practice
teachers, there should be much mere enphasis on the teacher's oum
regponge~-that 18, how the teacher fecels and thinks about the youngsters
with whim they'vre engaged, and about the neighborhocd in which they're .
engaged. In tha-naighborhood in which I worked -n the lower East Side
in N2w York, we had a kind of a training progre for teachere in which
we encouraged them--and it wre very diffioult to.ds--to visit the homes
of the studente. We tried to appraise the results, and they were quite
significant in termo of how the teachers then folt about the youngsters.....
4 Can't that ba taken a fos steps further? If I imy presume to
entar into the educational field in the training of teachers; teaching
practice seems to be partioularly restricted. Why not oxtend the - ' -
concept of teaching prastice by not emifining it to the classroom and -
have a pariod of time in vhich the teuchsr gets oredit for actually
engaging in eome kind of activity in the meighborhood environment
where the disadvaitaged live. They would get the experience in thera, --
wider eupémsion. -And myba living in naighborhood housing, parhaps
EKCnvoZved in some type of commoity projest. I would think there would
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be a carry-over from that to how they orientate themselvog to their
teacher problems in the alassrcom. This would mean enlarging the
concept of teaching. We truly want to get the pereon to get a full
set of some sort of backgrownd responecag. They will, even so, be
restricted because home-visiting 1a only o veries of one-shot affaire
and also, tha atmosphers of a home visit is kind of contricted.

2 . . Did your stwients haue supervision?
£ ., Yes. . S _ .
4 In my own university ch attempt wag made to marry to soms

extent the school of education'’s training prograom with the school of
gooial -work. We named a faculty member to the school of education to
hely develop field work placements in sooial agencies for a group of
teachers who were being trained as part of our T.T.T. progrom.
Supervision was provided-~dual supervisicn between the scoial work.
educator and the cducation educator for a period of time. -Our fgeulty
person made the contacts and szt up the learning experiences in the
soatal agencies. Admittedly it was a brief period. Of couree, thie

was not field instruction in the sense that we were looking at it in
the field of social work, but this vas @i attempt at meeting the problem.
4 There's another point I've noticed,within the oity naighborhoods
there i8 a strong confliet situation within the -school., fThere are
struggles going on between neighborhoods wul schools. And it scems that
teachers get uptight out of eootal c-niext--very wuptight. Then
communication becomze blocked complstely. . There arc two different
worlds here almegt--the school and the commmity. This is the way the
parenta and the people in.the neighborhood se~ {t. Now, is there any
way that teacher educatiom oom exposs the teacher in such a way that

he has a better wnderatanding of that conflict situation and its
mmageabtiity, 1f any at all? Thie would mean that the teacher .
wouldn't be so uptight vhan these confrontations take place again, and
again. . She vould be able to have evme skill in entering into those
disouseione. Unlees we give the teacher some experianca somevhsre
outside the olassroom, so to speck, how te the lteacher going to get that?
¥ow of eourve, all sorts of inatituticial foreee arv going to oppose .
doing that very thing for iie teacher. ' You sesc, to allow them to do that--

[l{fC’ go about gettirg that introdueed {wto teaoher training--that's a

_ 2010
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politieal question. ‘ : o i

Ar - I don't see any theore-ical objecition at all. . Now that we've

got it-in the record,*that’s fine. Let's visit with the idea a bit.

It seems to me, however, that mere exposure just ten't enough, It's
like putting a grad. student in the classroom cnd saying; "this is

what it's like teaching in the olassroom”. So, question; have ycu got
ingights from social work so that you can talk cbout the way in waieh
these experiences can te organized in the inevitably short space of

time that ie available; eo that there are a wide range of experiencee
that can be perceived systematically, analytically, and clearly?

You see, one of the problems in guidance cnd teacher training ie, I think,
that it really often depends on the insights of tha overseer. What
happens when a teacher educator views a lesson taken by a trainee for
cxampla, ‘is that the advisor brings out a lot of intuitive nesponses
without ever giving the student the basis on which the responses vest.

4 I'd like to respond to that. I think in principle it is very
trportant, for us aa well as for you, to spell out the most parsimonious
approach possible. And sooial work has gone dowm the primrose path for
years trying to do faney things about developing insights, about onc's '
feelings and so forth, about people who are different. And I think

we 've learned over the years that there are more economical ways to do
it. One of the experiences I had touches on this. A few years ago

I was on a panel at Teaohsr’s Collegc, Columbia, where something of this
was happening and there were some politteal leaders and some sooial work
theoreticians and policy types--and me. I was the one teacher of sooial
work--a practitioner, at least, that's my orientation. And the theorica
were going all over the plas:. Tkis was to an audience of student
teachers. And there they were, taking notes and taking notes. /And I
was watehing them. I wae nart to last en the panel and they weren't
reqlly into it at all. What they were getting wae a lot of tulk, which
was all very intaeresting on one level, but it had nothing vhatsoever

to do with their concerns--which werv eimilar to ihe concerns you are
rateing about the sohool system. These were very quig-ho yowg studants,
They were very aotive as students and the talk waen't.enough; And 1. ..
was struck with just this question you know, how do-you help taem to get
started to do somothing besides simply theor:sing, vhich is 80 easy but

21
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not necessarily useful. So I threw avay what I wae going to do, because
I felt that somebody had to kind of pin <t down. 4e a matter of fact,
1% was the only thing that camz 0.t in their clascs booke later. And

it wasn't fancy. The remarke that I made were very pedestrian (I was
kind of embarrassed when I saw them). And I wae not talking about
valuea avd attitudes (1 wouldn't ingult them that way). I asked them
nbout conerete thinge, for example; did they know, did they have «ny
idea, “chen they ash students to wear a vhite shirt and a tie to achool,
did they have any idea what that meant to a feonily living on a welfars
tudget. Well, they didn’t. They literally didn't. They didn’t have
.any thought--and these are, you know, very simplé concrete things., They
didn't have omy thought about what ironing evriry night meant to o mother
who has got five kids., There were still people in the eity then, still
teachers and still prinoipals who were insicting upon having a starched
white eollar. Maybe that's an ewtreme example, tut do they have any
idea or kmowledgz about the very concrete observabls thinge that any
kind of a humam heing teacher would be appalled at if they really knaw.
Like, do they have any idea of wvhat it's like to go to echool hwngry--
to be reaily higry--you know. But I think that is certainly the
beglyming way in which attitudea ehange. Through the simple reorganization
of data in org's mind,

#1 I think you've put your finger on one of the thinga that are
very important. And that is8, on gotug tarough ths experiences and sc
on, how dn you get tham over te anybody? Well, in the firsc.plase, I
ecngider thinking as a tool. /nd that 18 where we have to start. It
18 not going through t\he notions; not making ths observations. But
unlese you eomehow have the percepticng to beging t» ses relationships
1% the experience and to bagin to think through and to wunlerstand in

a way that {8 helpful and meaningful to the individual himself, the
exparience 18 wirthless. Because othirwise you are rot going té get
behavioral change. But when a person feels that thie is the way he has
to aot under this ocordition, and he does aet this uvay tecause he

thinks this way, then the education has been euccessful. And all too
ofton in field Tnstruction, you know, in tieee various zxperiences, we

G e the student go through them and once the person has gone through

EMCM, we asswna that something rubbed off. But very litile or nothing
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may have rubbed off, unlese ve aseure that there is a conmecting link .

of thought which can be used as a tool. . o .

i Ive got a quastion that I wanted to aek earlier tlat ie based on
this point. It-seems to me.that ve get a lot more perscng in teaching .
who eome to ug with messianie- zeal--they 're geing to improve the world.

4Also, they're going to improve.it in their way, because they're extremcly

confident--in their oum quiet, insecure wys--that they’ve got the

wnawer. . ,
Now, obvicusly we've got to ratrain their--whatever it is--and

the question 18, how to do it? Are we etill talking about the same

subjeot? : o _

* I think it's « dszerent subject. I think it's an <mportant

queetion, but I think it's a different subject. ‘

4 It'e a differernt subject, except that if you consider it from

the point of view of really getting to know what rea!it, ig--frem a

reality orientation.

e You know, if you've got sweet Z‘Lttle 'Hitlera' wio are going' to

be teachérs and you want to modify their attitudes cnd undevatandings

and ingights and behaviors, is it more difficult to modify these

particular swcet little Hitlers, or do we need different kinds of people?

* That'a not so difficult becauss they're saying it out. Any- -
thing that's out on the table you can deal with. It'e the quiet ones
that are doing it, I find more difficult. If they're-wmowncing that
they intend to reform gooiet, in their image, then it's out on the
table fcr on2 to argue about. . : :
4 And you see, yowr program ie teachins tminers of teachers....
4 Bventually! But owr asswmption is that we'd bettor know how to
teuch .teachers before we etart to tench traincre how to teach teachers.
4 ALl right. But you sez, I'm linking up two pointe. Pilist,
you‘ve got somebody who ie saying you know, "thies is the way that. I'm
gotng to save the world". Second, you've got the seleution process.
Now, I'm not sure that in two years, four uears, teacher training oan
chimge people suffiatently 1f they have this maesaimic bit. God help
us, I reecall ths teachere and- tha prinoipala who- used to.write to me ae
Commieslon of Walfare about the youngeters on relicf..... "and if they
]:KC would waeh their faos in the morning, and if mothsr would éake care of
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them, we would be able to teach them. " I came to the comolusion that
the superintendent of schools was never going to make a ~hange in
those prineipals and thosa teashere. ' And I'm not sure if they were
those kind of people at the entrance point that the training syetem
could do very riuch about changing them wnless you were to take a large
part of the model of sceial work education into tzacher education.

In our program ve didn't just take these teachers to social agenoies
and kind of put them up with fomilies and groups and 8o forth. We
took @ social work educator and a pereon in the echool of education who>
sat in supervigory conferences, in groups and szminars afterwards,

and bagan to tease out how these peon7e felt about what they had
seen and experienced. : o

A% And this worked?
] " We don't imow if it has worked, but it looks promieing.
* - Before we go further though, I'm troubled with what you said.

I wish you'd differentiate between what you called the sweet little
Hitlere--which t~ rie i8 a certain kind of anathema, the kind of person
who ought to be soréened out--and the idaalist. I think there's a
matter of depinition here. The idealistie, activiet student sees a
lot wrong in sootal institutions and wnts to change them. I personally
object a little bit to saying that these kids will be the sweaet little
Hitlers baccusz they wot to change it their waJ You know, their way
may not be 8o badl ' o -
A4 0.X. I think that my rash generclization was based upon the
tdea that most of the kide who eome into cchonle of edusation come in
because ‘they do want to bring about a particular kind of change.

But it's change in the direction that they want to go, and this changs
ig very much in the direstion of eonvertional middle elass ideals.

You know, they're middle olase themsalves. They've been exposed to
the 'eorrect prommotation'. They know how to wash. And, wou know,
they have their terribly well intermalised middle olass valuee, Now,
without even quastioning them, thesa are the vnluss that they're
perﬁetthting, and ‘verpotmting on others. And they go about this with
metioulous thorcughness without cver questiorning it. 1o this extent
I think that thie is 3ovt of Ritlar-1tke behavior in the sensa that it
KC intdirectional and 1t's dedioated. But they're eest because they

[
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believe in {t. They value it. They are comvineed, o ‘
4 Oh, I thought you were talking about a completely dif. ferent thing.
* Somqth;ng that has worked pretty well in my own experience is
the use of ong of the so-called new carcertsts in sceial vork. That
18, where we take soeial wrkers who come through formal education and
therefore are the kind of paople who would be likely to getting Master's
Degrees, and have them work nlongside of puonle from the neighborhood
who have not had extengive formal education. I fird that as the humm
relationahip develaps betwzen the two neople there 18 a very healthy
exchange of ideas and of information concerning life-styles. I know
of' eouree, that in education there are similar kinds of develovments,
and I th'nk that's one that might be wcrkable. :

When you were talking before about those ‘sweet little Hitlers',
I thought you had in mind the kind of yowwr person that I find increasingly
in gootal we-k--who come out of the schools of sceial work (maybe you
don't have this problem) and say that the ovils of this world come
from the military-industrial complex., Then, when you try and help ther
work on problems that arz right here, you know, right in front of them,
they're vay off into the wild blue yonder, in large scale fury. But
unless you can halp them deal with what's at hand, they're not really -
domg thetr work.. 4
1 I don't think we dﬂ at least not yet. And in a wey it's sad
that we don't. Beecruse at the momeni there is such unqueetioning
aceeptance of their ovm valuzs.
* Interesting, very interceting.
*#4 It eeems to me that when tanchers approach tcaching from this
partieular point of view, in effect thay say to the kids; "I am the
authority. What I have to say 18 vhat you have to kwow or believe or
follow". .How, it aleo ecems to me -as if in thetr mmipulation of the
situation they etill peraistently came back to the asewmtion thit
they arg the authority., Now, question: If, in fact, we makae our
new teachsrs so sensitive to differencs and to other peoples’ way of
thinking and balieving that they can see the difference between them-
sclvas and the othars, how do wo then get then to feel that theu emn
acoapt tha difference? .
* Start with knowledga. .Vou have to start with knewledge.
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A4 However, whatever you do, you've also going to underming the
teacher's sccurity. They're secure as teachers bésause thep know
they 're right. And now suddenly they've got two alternatives.

4 I wish you'd say a little more about what you mean when you
say knowledge.
4 Say, for exwvmle, you have this problem that they’re sure they're

right. There are a lot of questicne that can follow. Why are they
sure they're right? What kinds of outcomes would they cxpeet from
being ﬁght? Have they noticed a great deal of sucecess following from
their position? You follow it through so that their minde, so that
their cognit’on, t8 affected. I weuld challenge (Just as I would with
any student) a student's negleot to translate his 'knowledge' into
gootal work teirme, For exarpls, a student might say (and this 18 a
very typioal situation); "All unmarried wothers ought tu give wp their
babies”. ‘A young, firet year siudent would say that--would come in
with all the morality, end all that middle elecas virtue., Now, you can
approach that from the very deep, decp psychological level--which we've
tried to do, but I've given it up, it doesn't go anywhere. 0Or you
e approach it from a purely intellectual angle--vhich gete emotional
(it gets emotiomalized really). You know: ‘ALl warried mothers?”
"Is there a place, for example, for black babies to go when the
wimarried mother givee it wp?" Imwdiately, a emart student will be “n
to qualify. "Oh, no, well maybe not all blaozk bahics". 'What aktout
the mother who says, that ehe's sot a place?" "Oh well, maybe we'll
rule out taat ong". "And then what about the fict that ysu're not
in charge”; '"What about the faet of self-determination”;"what about,
what about?" until finally the student saye, "Oh, my god! What have
I gatd?  Maybe pesple cunht to be helped to make their own lecigion
about it", MNew, that doeen't happen in a minute. That happers in the
classroont, It happens ae she talks to her poers. It happens in field
work vhen she has her first wumarpied riother and the supervieor says,
Maybe thie gal wante to keep her baby". You know, it starte through
the hoad. ' ‘ '
*  That's all very well for us. We have eontinuous organizational
back-up for thie kind of thing. The echool system i8, and sc far, the
O sachers are, almost feclated, eo to speak. So much depends wpon the
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entire oomplex. And -the school gystem, I dare say, probably {ia right
with the prinetpal. So while you ean have tiachere charige in thie way
if that principal, to put tt very plainly cend fron my point of view, ts
a gom-of-a-bitch, 1% gets shaken out of them right there ond then, I
knoy that some soctal agencice just can't tolerate this sort of growing
up of personngl with rew ways of doing things and having other attiiudes
and behaviove.. They just em't take it. Now, prineipale, as far as
I can wnderstand from what I've observdd, are pretty much in charge.
Tha irecops fall in behind. ‘ v
* Whan you were talking about knowledge, I would want to odd another
component, and that ig the knowledge that a teacher can get through
@ wdarstanding that thie group of disadvantaged ohildren, thie
conmunity and its life-style, will provids scme support that wili help
him with that s.0.b. principal. For example quote, "Are all socially
disadvantaged children stupid?’ What does the recond show?
4 But this ocomes from cn investment of eelf in that cormmity.
Let's oontinue with the questicns. ‘Are all dieadvantaged commmities
'X'?" VLat's look at the power structwre in that commmity.” '"Let's
look at some of the things that go on there"--some of the thinge that
this middle olass student, or middle clase oriented teachar, or ithe
prineipal, knews nothing about. So I guess that what I'm saying is
that a whols area of knouledge and axperience has to come into teacher
training that oan't ba found only in tha olaseroom. And it may not
neceesarily dome through a sooial agency either but somehow that
teacher has got to get an mxireness, kmvledge and sxperience of what
makes that cormoity tiok.
" I live on the fringa of El Bareo and I see, every morning I eec
a group of Pusrio Rican ahildren go to schoel. I must say parenthetically,
I've been imicasurably impressed-~-this ie 110th etreat, you know-«ths
yownyeters have their Sunday go-to-mecting olothes on--all drassed up!
Al they omme out of thogs god-awful houses. I shudder every time I
Juat look in the halluays. = Yet these. kids come out and they have been
sorubbed and brushed, and so forth., Row, I gee tha mothera taking
them by thair honds and I am sure that in some commaiities the oondapt,
the pervepticn of the Puerto Rioan {8 quite different from what ona
[KC obsarves in the El Bareo. But to get back to these kids. They c.me dowm
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110th ‘etreet and they get to 110th end Madieon and maybe on the cormer
of ‘110th and Madison are a couple of guys who are steonding up asleep--
you know, dmy addiate. Those kide pass that. And they pass a serics
of such like exporiences. Last week those kids passed by that Methodiet
church were the Young Lords have takenm over the ohuroh because they wanted
to prepare breakfasts. All I'm getting at is that these children bring
with taem to selool thie varisty of experiences in this commaity. And
the teachar could and should get aome of this. s

4 Then maybe the teacher can't say quite so easily, "See Spot wmn'.
4 It seems to me that the 'old' teacher, th: old principal,-is
gonna kave to give, either chamge or get tho hell out of there! - That's
what community control of schools <ig all about.

4 T think the key questwn in teachsr training and in aid training
ia "why?" . o :
A4 This vas the implicit gueetion in the {llustmtion you gavs

before. Whar you weiu eaying to your gocial worker was; “think 'why'"

Pow, I don't think this would be characteristic of teacher training.....

* Thie i8 the thing that makee the difference betwezen u technicion

and a professional. v .

4 0.K, Do you have any searete about teaching social workere to

think fwhy'? - ’ '

* ' That'a not only our aseet, that'e our greatest limitation!

Becauss then the students got angry ut we and they may; ”Hobody

arownd herg ever gives you an answer!’

* " Thara's unother question too that we'vs been talkmg about,

It comes out in the illustration you just gave of the Pusrto Riems

being dressed up to go to eohool. It hag to do with something that

started arownd the begimning of the twentieth centiwry amd as ve come

into the twenty-firet I dom't think we've even gotten rid of it yet.

It'a of aomeern to the teashsr and the sooial worker, and eo on. -

That ia, the idea of the Amerioan Metting Pot; the feeling that all of

us have to be in one mold, you forow. -And if you d-n't melt in that

mold you are disleyal and wnpatriotia. Thia of course goes back to the

Pownding Fathers and the idea that homogemsity would oharaoterise the

Amerioan sootety.” It rseds to be surfased how thie molde our thinking .
~and our reefetanos to cultural pharalism. Not only that, it secme to
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me that another contribution that soeial work ean make, has to do with
individuality, individualism. The social work etudent is expeoted to
individualize.ihe people with whom he's working, so that he gets to .
know. this person as a person--:8 a member of a growp too, but nonethe-
lees a person. As over against this, in the classroom there'a the
tendency to say that these are 'Puerto Riecn' children, these are ‘black’
children, these are 'white' children md o on. S> the teacher relates
to the individual child ag if he's part of the vhole group.  What she
8ees in one are the charaoteristic (stercotypes) of the group. What
the growp i8 lika tha individual is like. 4nd she does this without
stopping to ask why does this individual behave the way he does; and
without being able to differentiate behaviors. So, here again, it ceems
to me that ona of the thinge you might look at is how do you help
teachors to individualize ohildpen?

4 Part of the way we do it ¥n schools of soeial work, I think, is
to individualize the etudent in tiwining himgelf. I mean, part of it
18 the model that we provide as teaohers.. And so, for examsle, when a
etudent ie soared, the way in which one hmidlee that student may chage
his life about the way he ind"vidualizes other people too. That's not
a minor point., - .

* . Which brings me to teachor training. You teach czrtain concepts
with the teacher in training but how do you help the teacher and how

do you davelop procedurcs, cducationcl experienoes, that vill Kelp the
teacher to develop wid emphasise her own style. In echoole of social
work, you know, eveiy fooulty member is ar individual, and nobody,
NOBODY, the President, the Dean, the Chaivman of the curriculum area,
would . dare invade the tsaching style of arother collaague. And svudents
got thie. But mow in teacher training, wou know, the model is pretty .
wnivereal. Ycu teach arithmetio, ond wilegs it has changed. fand I-..:+:
doubt that it has) there'’e an outline for a lagson plan and every
teacher submits a-lesson plan!’ Where's the atyle? I may not went to
use that lesson ploi.. z : - :

4 Too muoh teaching is mthod You knou that.

4 Peaching of mathod orushce the ki nd of creatwity and use of
individual atyle. A ‘ . :

4% . Thisa my bs anothor genoral quaation It secms to me that there
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are at least two faotors that distinguieh the teacher eituaiion from:
the ecctal work situation. The firet is tiat the teadher does have a
quantity of clients to deal with at any appointed time--you know,
~  twenty or thirty maybe. So, she’s got the problem of what the other
twenty-nine are doing while she 18 dealing with nunler thirty. The
gecond ie that (and it's hard to imagine education in cther terms)
thare ie also a preseribed content which, even if it were flexidle,
nonetheleee has to be conveyed some way or another. For instance,
there are skills that, it appears, have to be learmmed, have to be
aequired, It seems to me that these ure two constraints that the
teachers have to deal with. -
* May I just say parenthetically we dm't call the people elients.
You know, that ig eomething we've got to get auway from in soeial work.
S¢ please don't have teachere dealing with 30 elients. I just wanted
to inject tlhat. - - o :
* ' To your seacnd question, about the teaching thing, I'va always
wondered where it was written that teachers had to have a lesson plan
week by week. - I mean, they might have their internal lesson plan
but why can't they be heid respensible for teaching what the studente
need to know by the end of the eemester, or by the end of the year,
80 that they can do it their vay.” I meun, what this conetrietion means
i8 that when ticy get hot on a subject, thz eckadule says that next
week they 've got to do eonething else instand, .
44 " T wouldn't want te try to dsfend this when I can'’t defend it.
My owm fumdamental qssimrbion is that when teachers are vrofassional
they determing what they should Ao in eaoh particular caee.
However, there is eomathing else that I think ig probably worth
a little digreseion, It seeme to mae (not only to me but to respectable
theoreticians, like Parsons, for imstance) that the fumotion of the
gchonal {8 partly as a gseleotive agenoy. It alleocatee piople to
poaitions in sociaty. So it needs to develop syetems for fostering ihe -
allooation procces. As a result the system aleo applies the gvaluation
idea to teachere. Xow chviously it's a very convenient bigis to evaluate
teachors Lf they diverys from a specified program. The prinoipal thus
has an easy way of making a judgement about his teachers, so that hé
B l{llcn allonate them to different pasittona:. Ha's got a mathod for deaiding
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which teadher 18 a good teacher or a bad teacher. And although it's q
bloody wnreasonable method, it ie a method.

% You named two differences between social work aud education.

It seems to me that there is another difference that really ie very muok
an asset for teacher training, and it bears on changing the system.

That is, one oan hold the teacher or principal accountable for outcome
in a way that it ig very hard, I think, to hold social workers accountable.
#4 But that's why you've got lesson plams. .
A But no, supposz for example (this is common enough) the parents,
who are the key concern you know, eay that they want their children to
read. Or they say they'd like thair children to be interceted enough

in school to go and stay there. Thase are, I would say, roughly,
meaeurgble things. :

#*  They may be incompatibla. It may be that if the teacher

teaches the children to read, they won't be able to get the kids to

stay at eahool because the process vill be pretty grim. '
_* ' But thie is at least the teacher's job, it would seem to me.

And one could say to the principale, this is a problem of the teachers,
rather than saying as we do now, if youngsters are not learning or

they 're dropping out in droves that tney are dwadvantaged and that's
their problem.

4 I was baffled. Let's see if I can follow through on that.
Teachers in training should learn that they have some support within

the system; and that there {e support somewhere in the commmnity also;
and that it probably residee anond a great moy parents--acoording to

my observations reached in the past five years. Contrasted with twenty
years ago, parents of disadvantaged ohildren want education. It's ...
the gréatest thing that'e happened resently. You can see that exprassion;
they want education. Any théories that anybody had about them not
wanting eduoation you oan throw out the window. Thay want their kids -
to be educatéd, They want them to vead, write and 8o on and o forth.
Now, the problem {8 how to get teachers in training to wndaretand and
work with parente, Now with the entrance of teacher aids, and so-called
para-professicnals into teacher training, the problem ts how to get the
trainees to wnderstand that the aids oan be helpful and have a unique
oontribution to mke. The teachers have to learm what.it is to suparviae
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how to provide eupport, and receive it. HNot only that, they should
wnderstand that in econfronting the entire system and in helping to
change it, they have allies that they can call upon eo to epeak. You
have to get that aercss. There has to be eome experisnce with that
though, to be able to do it properly. » :

bl You mean that you would like the teacher to be aare of how
the system in which she works operutes--both from thé point of viow
of potential support and potential. opposition,

* Sure. It makes their job easier. Aotually easior.
4% I'tl buy that. - .
% I think it makes genee. I think they themselves will appreciate

it beoause tha eclasgical picture has been the teacher veraus the parent,
uhd And the teacher versus the kids. .

4 But with the disadvantaged I would like to ineiet that there the
teacher versus.the parcnts i8 more accentuated. But in the middle clase
there's an alliance between the middle class and the tcacher. K I'll
give you an excmple from an Italian neighborhocd., I wae doing a quick
study . for some sooial:orgqanizntion in Pittsburgh. /nd I went to
interview tha black prinoipal of a miinly white alementary echool. And
into the office strode the President of the Parent-Teacher Association.
She made a quick request for her child to switeh classee--from one
teacher. to another. . The allianes between a principal and one parent--
the President of the P,T.A. That was one incident, a simple pay-off
inoident. -But eometimes a simple inoident euddevi’y opens up a whole
world to you. You know, we have got to work out a way 8o that there's
a pay-off for the parents of the other ohildrun too. . There are pay-offe
blatently in. thie 8ystem. Parent-Teacker offioials, parents of the
middle -olass, have been paid-off again and again and again. - From my
own experience I can now se¢ this very vividly. . The prodlem is to get.
some eupport- that don't juat come from and for middle olass j‘mui'iies.

Ig thore any way of chaning that eituation and have the rewards in there
for non-middle elase parents. But there have to be rewards for teachors
too: -s0 that there {8 a mutual revard syetem that will maks the thing ..
4% . Can there be equality of reward opportwnity for all? -

I'd tiks to oorreot something you eaid. I think I might have baen
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misunderstood.  Just go back a step. I was not saying that tsachers
should not have lesson plans. Everybody has to have some plan for what
they're going to do for their elcss for the next three weeks or the
wit or whatever. ALl I'm saying is that there ought to be more lee-uay
in how long it takes the teacher to corwlete that wnit--a week, a
month, or wvhataver--I den't know how often. The reason te that every-
body will come ovt differently. So teachers would be accountable to
cover the subject. If it's a good teacher it will take him longer.
I mean, the teacher who really helpe the etudents rartieipate, he
shouldn't finiteh too quickly--it's easy to leetura. Our worst teachers
laoture! S0, it's not that there shouldn't be a plan; 1it's that there
should be flextbility in it, with accountability Fuilt in.
# I'd like to go back to something that you mentioned just now.
Where you talked of the teacher whn has thirty children, and vhat happens
to the other twenty-nine when ona i8 being given individual attention.
What is it that the teacher is trying to do?--either with that one or
the other twenty-nine. The answer to that question gets us into some-
thing that I think rung parallel with social vor: s you work with tha
individual., Hopefully, both ave trying to develor the human potentialities
wvithin that individual. This moves me into a quection; how come we
emphasize teaching so much--the teacher, the teaching--what about learming?
What can be gaid about learming? What ean bz said about the ohildren?
What can ba said about the stwdenta? Beaause if you do all the teaching
you wamt to, at least if you only think you're doing it, nothing rsally
happens wiless that child, or the etudents, arc learning. And I wish
we'd spend some timé around this, because you see if we don't, we're
one-stded. ' : o
* This ties into somathing I wamt to challenge, and I have n reaeon
for doing so that goee deaper than just the statement itself. When we
were talking about the ohild who goce to eohool, stays, and is being
taught to read, aud you gaid that they mght ba treompatible.....
44 Hanting to etay! - : :
4 oo WaNEINg to etay and being taught to read. And that leads
me to ask the question as to hov teacher training holps teachers know
Qo somathing about tha oomeept of 'relationships’. I bring £t up because
]:KCI look at what's happaned to the Street Academt here in HBariem, and I
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don't beligve that it's any special skill that those teacher have that
have gotten those kids off the street, itnto an . academy, and now ints
the various universities in tnie area. I think that the unique
ingredient has really bezwn what we call rvelationship, Somebody cared!
4nd that somebody is that teacher who may not even know very much about
the eubject mrtter--none of those tecachers up there in the Academy have
Ph.D.e although somz of them do have Masters. But what facilitated
the learning was, I think, what those teachers in the Sirect Academy
demondstrated., I think soeial workers would refer to it as relasionship.
%4 You were making the proint in response to ny suygestion that it
might be incompatible to have kids like school mmd learn reading at the’
same time. Now what I was trying to imply was that the teachars have
eertain preconceptions about how to teach that just don't gibe with
encourcging childrven to like school. In particular whan they anproach
the teaching of reading in the irmer eity they make the ussumpt’
that the convantional speech the kide use is in fact inappropri:
Congequimtly, they are continuously eaying, "You're wrong. Th. .
way to say it is this". -The moesuge they perpetuate to the ki«
not only that they are linguistieally woong, but the way the Fe
urcng, and the way the bakave ie bad, and that they are bad an
fore inferior.
4 This takee me back to my fwst olkservation of aecepticn -
difference. If that ien'i there, thers is no teaching, no Lo i
nothing. - ' _
*  Yeu know, "Beyond the Melting Pot" would bz a very good !
for the trainer of tedchere to have--to face the rcality that +
nct a melting pot socicty, and then have a qo#d gn arownd in ¢’
about what that means tn them, .
* You're going to foment all sorts of social wnrest, aren
4 But isn't this what ve rmeally see as the fimetion of ¢ -
gooial control. (At lzast some beople do.)
A4 In other vorde, you want teo expoge thke nature of the ¢
Ggame, ’ '
4 Of ccurse.
That's right.
Much more important than 'have-to' coursaes.
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* . .Hava-tc coursgs will ngver gat your desired objectives, I think.
In the first place, . it’s a. carry over. - In the second place, it's an
ovaerlay over very sick attitudee. And 1f you can get those eick
attitudes out, I don't think you've promoting sooial unrest. Theve ig
soeial unrest. It's a fact of life. And I don't. see vhy teachers should
be proteoted from it. o

* vooe. and thirdly, there is no opportunity for ithe developrent

of judgement.
* That's right. In a way you are kind of oppressing the toacher

the vay the teacher opprcssee the etudents. It's like saying, "No,
there 18 1o Santa Claus" or "Yes, there is a Santa Claus’. Inetead of
helping profeseional pacple grapple with real iesuga. They don't have
to ltke them but that's the name cf the game if they ave really
profeseional.

* What I'n trying to get to ie the idea of self-concept you get in
learning. I'll tell you what I'm doing. I'm shifting from teachers

to learning, to the self-concept in learning, to thz importwice of

the eelf-concept, to tha children we are talking about. Unless a
person has some appreciation of himself, some davelopment of eelf-
csteem,. he will lack a sense of self-direotion and no amount of teaching
i8 going to g.ve this senge of azlf-direction.

4 A eoctal worker will always go in the direation of offering .
advice on relationshipe and all of t'is aort of thing and yet the
teaching institution, the edusational inetitution, at least as far

a8 the primary school is concerned, has a dafined finotion in our
society. T™n faot this is the case in any society and I don't think

ve ean get avay from this. So, what are the particular fietions of a
school syetem, at least manifestly? A teacher has to scart from
teaching reading and writing and so on and ec forth. There is didactic
information that kas t0 be conveyed or else you are just migsing the
boat from the point of view of what tcaching 18 about. So if you .
aimply put it totally on the grownds of relations you fall short.

- You have to aek the question, relations, to what purpose? A
ralationshiy 18 a defined snvisonment, it 1s a Jelimited enviremmont,
You oan't put on tha teachsr all that goes on in the home. That's

]:KC wnrealietie. I want tc be devil's advooate on the other eide for a
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moment. Therefore, how do you use thase relationships for the purpoee
of getting certain didastie information across. I'll put our problen
on that basis, 8o that we dom't run the risk of transferring mechanico’ly
from one gituation to the othér--from social work to education.

*4 I am bothered by something--the word didastie. I would agrze
that there is content thathce to be $ranemitted, that studente have

to learn. Now, how they learm 18 up for grabs. I'm not sure that they
learn through didactic methode but through a combination of approaches.
Pop examle, to teach--I don't know how to teach a roomful of children
but I think I k.ow a little about ieaching scoial workers--and I knou
that you can be the emartesi tcacher in the world cbout teaching
reading but unless you can expose the etudenta to something and excite
them about it, and lead them toward it (which <is really what education
means), no anmount of didactic metholological teaching without relation-
ship is going to mean a darm.

# T agree with you that we can't make the schosl system a goetial
work gystem. But remember, we are talking about disadvantage which
neans disadvantaged parents and families which means disadvantaged
commnitiea in rany inetances. Cisadvantaged maane, therefore, that people
have been denied coirtain opportimitics for growth mmd development.

I'm not eurs that I would aceopt, therefore, t./at the school has this
narrow funetion of nelating iteelf to conient, because so many >of these
children come into sohool from these discdvmtaged arens. Fzoauge they
come, never having had exparience of healthy rcolationehips with parente- .
because of the whole sooial scene, the faomily scene, the econcmic scene,
eto. "Now I'm not eurz that the tr :2her doce not have something to do
beyond having those children for a third of the day, the waking hourss-
beyond being concerned with what sha teacheg him to read and to count
and 8o forth. = Irdeed what I'm sayirg is that for the disadvantaged
child and the disadvantaged community, maybe the school has to become
soms kind of a compensatory ageney. '

* Couldn't a professional teasher with a teacher's aide.....

4 I agree, But all I wuted ¢ challenge was tha restricted didaotic
v’.‘eh’. L. . . . . . .

4 “Aotually what'e being proposed i that if you want to train teachers

you have to hava vevision of what a school is. That's tha frindamental
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pvoint. Tiere 13 no eonse in getting teachers trained with all these . -
ineights avd jusv assume that it-is going to work wnlese ome hae a
different conception of she school. . - :
% If you are making that point; all right, but that's a revolutionary
point of view.
24 I would agree with you and would go beyond that to argue that
you need not only to revige education but that you possibly have to reviee
the soctal system, and revise the economic system, in the sense that
you bring them all into harmomy with ench other. However, I think
that while this subject would be extremely fascinating, my own tmmediite
preoccupation has to be with the teachsr in the system now. To thie
extent, she 18 faced \Vth a very pregsent reality and we have to be
concernad with that probilem.
* Won't work!
&4 You erm say it won't work in a minute if you like. Let me asx
you a queation first, Do you say that a teacher should nct just use
ralationships as instrumental, as a device whereby she comes to teach
the content, but in faet should come to recognize the part relationahips
play in life? Is that right?
# Yes.
* I'm not sure I agree. But furat I have to say something about
your concern with the teacher and the system ns.it 18 now. I have to
reject that because I don't belicve chat the now thing ie going to
continue to be the now thing--even in the morning or next week.
4% It o be a diffarent nou tomorrow if you like, but nevertheless
we still have to prepare teachars to teach in a defined future that
will in faot te indefinite. Hew do we accommodate the training of
teachera to thie indefinite future?
* Of course that's the problem of sooial work education too
because the soeial wvorker in the 1870's is going to be a different
animl than he is now. So you o Ray, great how are you going to
train tem?
44 " Yao.
4 And this vill be done by a faculty who themselves were educated
in the 1940's.

Right. Let me go back to this bit about tha role of the school
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I would want a recongtructed schosit.
e 0.K.  Can I'be quite blunt; you can't have it.

* Then I must tell wou that if I can’t huve it, in certatin parts
of thie country there will ba no school.

* I agree.
o " (Evaryone tallis at once)

4 Aold on. ' You're a realistic man. You know what the civil service

proklem 18 like in Nzw York City better than most peonle--next to me.

* 0.X.

* (Ve used to work together).

* You know what the civil service thing does and how it ie the
greatest leveller in the world next to death. Right?

* Yeah, yeah. :

* Noas teachers generally work for a etvil service system of some

kind., Do you really mean after hearing of all :the probleme he's
deseribing about student teachers that you would trust teachers to move
into the family avena. Do you really mean that you would trust our
commavity children to them. Ien't it hard enough to trust them to
teach them. You are talking about an ideal world. :

4 I didn't talk about how the school would serve the purpoge, and
I don't’agree to teachers being nll thinge to all men so to speak. But
I will aay this, today I say no to your question. I do not want to
trust the children to thees teachers shethar the T.7.7. changes the
teachers or not. " Let me say it that way first. But I would say to you
that in the urban com unitice the behavioral objectives of the s¢ wols -
are going to be ckangad either by teachers or by the comsumers of the
service., ‘ : . -

4 Now you are talkmq my lcw;uage-—parents and the conmmtty.

4 You know,: Suparintendent Brown gaid something that was very
important.” I dom't think that people got tre import of it. HWhen ve
wera getting ready to elect the looal scheal b.urds, he said, wiless wa
prepare communities for the eleations and the kinds of people for
cleotion--ha didn't say the schools wouldn't exist, but he said that
New York City would mot be a good plade to live in--and he's absolutaly

right,
O~ Right. Lo
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A" The wmrest that 6 reality is so deev and directed toward
tngtitutions 1ike the.schoc”, that the gchool ie either going to become
a different animal in our soctiaty or it is just going to be destroyed,
and something else put in iterplace. Now I think the teachers' training
has to relate to this..... . -

* You hane brought in a dimension that I could cqree with. Now wve
are not down to pedestrian points like should secx education be taught
in school. But there i3 a question, though I don't know if I can
articulate it .daquately. There's comething in my gut that recacts to
the idea of the school system's beaoming, you know, in loco parentis.

I really think it's a matter of civil liberties. You know, if I send
my kid to school, I'm in charge of that child. It's my family. It's
my community so I want to be on that school board o.d I want to tell
those teachers where thay are exparie and where they are not. In the:
hospital, when I take my kid to the olinie I want to be sure the doctor
18 totally a health man. I don't want him to tell ms about how I should
not have a marital problem. I mean, I want him to mind his business-- -
to do his thing. ' There's somathing about the invasion of my life that
bothers me when it's in the schocl too.

A I don't gee it that way. I'm inelined to agree with the statement
that probably masy of tha environments of mmy of our schools will be
destroyed. I can see it. It's begyiming to happen already dowm south -

for example. ,
* " But the altermative need not be that extreme.
A Ro. That's vhat I'm trying to find. This period has elements

of transition to it. The problem ts, how do you train t..achkers within
this eort of perioa? BRow do ou train them tn such a way that in moy
communities, at least in large oities, thay are able to widerstand -
some of the demands baing mide on the school system and the necessity
for vorking with the commmity and with narents. And they should
appreciate that it 1e not such a bizarre idea that parents and commmity
could have a say in the way a school is operated. If teachers ave - -
tratned that way even with differeing opinions on what a reconstituted .
school should ba, then tho movement towards changa in school éysteme will
be made easier. So these elements of change in school eystems and what

) . , .
l{‘lcthe arguwrents are tcday, the pro's avd con's, should enter into teacher
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training. Theories about education, one learning theory against another
should, of course, be presented in teacher training. At the same time,
ona. should present us objectively as cne can, what the so-called social
wireet ig about in the school system--what the pro's and con's are

about the different positions being taken by different people in
education and cutside of education.: This would he in just the same way
that sooial workers frequently discuss soctal policies with atuderits
and would bownee the idec of one change against the idea of another
change. Wy, in teacher training at this point, at this particular
time, in this deaade, could not that be presented to the teachers for
debata. Learning theory they can disciss one way or the other. Why not
the kinds of change that may not be immending.

24 . the system 18 neconstituted then the teachers who have been
trained either to go into a specific system or they leave it. If they
leave it because they are still trainad tcachers they have to find
aother system to teach in. Soomer or later they'll run out of
unreconstituted systems so the question artscs, given the inevitability
of a reconstitution, can they be trained in such a way that they can
accormydate to it?

“* o Yes.

Ar Tell us how.

* . - Tell us more about tha it.

A% What it?

4 What you mean by the reconstituted school, the school for 1he
disadvantaged child. :

4 Let me say two thinge first. -First, in responge to your saying

if you can't change, you ean't have it. I say, "If you ean't have it

now then education will not exist as it is now and you can therefore gtop
talking about training teachers because there ign't going to ba a need
for them.” That's menber ong. - Mumber two, there i3 somathing else you
said that I think is terribly imortant. You can't talk about a radieal
ohange in the educattoral eystem without talking about radical change

in the economical system and social system md so forth and go on, Now,
if these changea cceur then T buy your - transition forrulation--becauss

wa - ould be moving towards something different in a varicty of areas

and you can't touch tho educational system without the same time affecting
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the economic, social, o forth and so on. Therefore, teacher tmin-irig
now, it seeme to me, has to accede to all of this in the preparation of
teachers and be ready to be n part in that tramsition and be prepared
to see parents come in and say "It ian't going to be like this.”

4 Sure. : .

4 veons and the school 18 going to be open, not 9 to 5 only. And -
the commuiity i8 going to tell you wnder what conditione that little bit
of expertise--fand I say a little bit in terms of the total expertise),
18 going to be used.

A% Now, let's look at it “yom the teacher's point of view. Lat's
go back to the one point I made earlier. The teacher starte off with
the asswiption that she has a migeion and that she's competent to
follow Tt. News you are teliing her that she ia only entitled to a
certain anownt of autonomy vithin a very restricted area.

% Right.

* Right. .

4% 0.K. - Now how can you (a) keep her--because presumably you went
her as an available resource and (b) how can you keep her respect for
her own autonomy given the number of inuvaeions she can anticipate?

4 Beoause part of her expertisae is her knowledge of the facts of
life that you were just deseribing about comminity participation--that's
part of her experttsa aside fmm direot *eachmg. e :

44 Yes. ,

4 Seoondly, and illuatratively, we've all been through this problem.
So let's take tha hardsst analogy, let's taka the brain surgeon. ' Nobody
would argue that the brain surgeon does not have expertise. But what
about the tédacher? A lot of parents think they could teach but the
brain surgeon--that's about the frmoieeé thing you could be--you can't
do that with ocommon sense! So even there, as an maloyy, the train
surgeori will perform hie expertise--uvhich is brain surgery. Now, what -
does that expertiss have to do with when the olinie hours are? ' Who
deoides the non-madical prioritice? Who dacides who t8 going to get
s head operatod on? ‘Now you lwow, and ve know, that thoes deoteions
aran't mde on medieal grounde. * Why should the brain surgeon dzotide how
much the fee will be? What's that got -to do with brain surgery? But

]:KC thesa things theee guye have been deing for oenturiea.  Thay've been
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making systemio. decisions quite beyond their exnertise. So if it's
posaihle for the brain surgeon to stay busy enough just by being a
brain surgeon, and it ie apparent that the role of the community
partisipant in the life of the hospital bed 18 paramount and doeen't
tread on his territory one bit, then I think, if that's true about
such an expert, one can make the translation to teaching.

Aa There are two points relevant to this which I think arise out
of the mystique that education oreates for itself. There i8 a
delusion of grandeur vhich has been perpetuated in education, namely
that the teachor is interested in the total education of the child--
education is everything, and so by definition, everything is education.
* That 's what worries me about your idea--exactly.

4 The second one is, and I think it ig a powerful cne in the mid-
20th century, the tzacher cannot demonstiate knowledge, or expertise
in any systemtic way, so she cannot stand up md be perceived as an
authority because she doeen't have the kind of empirical support frem
basie and pure research in education that shz can eall upon in the way
that, for example, the brain surgson can “in his particular field. So

‘ I sce that you would bz making the ‘teacher vulnera.le on two counts;
(1) you are violating her idealism, and (ii) you are threatening

s her because you are donceding that she is an expert, but sha can't
demongtrate it. o
i * In this particular respect, tre teacher is no different from a

sooial worker. I baliave that one attribute of all professions is
this kind of mish-mash professionalism, with peer judging and all the
rigmirola that goss with it. But i{f you remove it you do nzed a.
certain eense of security. I think that in the training. of social
workars and teachars too, tharefore, there is a kind of new senss of
fratemity that has to be imparted. We are going to have to find our
security not 8o much in having the 'armointments ! but in service to
the community and in recogniaing that this i my role.
4 - 0f a service guy? :
A .. Right. Teachers in training aud oooiaz wrkera bacause there
are parallele heve, ghould be taught what ve know about organisation
Q and organisational ohaigz and struoture. I eee that thig is a hopaful
EKC thing in aoowl work now that there ars sooial workers ooming out of tha
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sohool who no longer seem to need to have thsse.old kinds of supports;
who will go out ard vork- for the community.

* And they feel themselves to be lucky if the community comes in

and partioipatss. ‘ : :

* That's right.

A They get their security from that narrow bit of expertise. I guess

teacher training now rmuet help teachers get rid of this mystique. You
see, I'm not prepared to eay that the teacher is averything. But the
tcacher has to be helped in the tratning process just as the sceial worker
i8. You know, soecial workere used to think too that thsy could order . -
everybody's life. They could take a problem and. from that they could
get into all kinds of deeper probleme. Now they are beginning to see,
I hopa, that they can only taks eare of a visce of the problem which
ie a picce of the person's life and they can't aven take mepmzstbtztty ;
for that. : .
4 When I was reading in the educational field, somewhere in the
50's, I went delving in tha school of education. I told them I was
interested in commmity narticipation in schoole. They did produce
booke for me that dealt with commmity participation. There's an
early history of it, in thse 20's. So actunlly, when you examine the
education fiald per g3, you find textbooks and chapters dealing with
that. Now hou come it was there but only pro forma? - It should be
pogsible to re-introduce the idea into edueation but not, of course,
Just a bland desoription of what it was like tn the 20's and 30's.
A4 But worse still, 1t mustn't just revert to a philosophical
disousston, in particular dealing with Dewey’'s poaition. He was
advocating this kind of development hut at the mystique level. You had
to 'believe' in it. - It wasn't ooncerned with what you are going to do,
how you are going to do things, or mmipulate it or organize it.. You .
are right, the dootrine ig there but my fear is that education will -
aocept the dootring and feal, misguidedly, that because their {ntentione
are pure thair aetions will therefore be goond.
4+ I think that student teachere, like students of anything, have
to be exposed to areas of ocontroverey eo they will formulate thair owm
o dootrines. You don't get it by injeotion. You know there wae a
KC beautiful artiole, tuwo years ago, by Rwhard Goodwin (ha was a Xennedy
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speach writar in-New York). It was called the "Source of the Public’s
Inhappinees”. It's one of those beautiful things about alienation and
bigness; and that sense of lack of partioipation of all of us, not

just disadvantaged people--like nobody partioipating when the subway
fares went up and that's part of the reason why they can't get people

to aceept.it. Now it seems to me that could be given to teachers as an
example--not as a dootrine. ’

44 Can I make a point? ° If you prepare teachers like this and even
if you do get teachers to accept it and feel comfortable with ii,even

60, whan the commmity comes to the teacher and says do this and do that, do

the other thing, the expectalions are likely to be wnrealistie. So

tha teacher hdas to start reeducating the commmnity into underetanding
why she can do this and can't do that.

4 Where's your prinoipal, where's your board, where are your othar
commmity people. I mean, the teahcer should not be alone.

4 Another good artiale recently in "Public Interest” dealing with

Inw York City and its problems made the point that it isn't right '

to say that people lack partioipation. The problem is thut there i8 "
rore partioipation than ever. Certainly in the new neighborhoods

you feal that 8o keenly. There are such divergent comunities that

they are pulling in opposite directions on any tesue you want. You know,
whether tt's to build a fire house or a park, people just camot agrze.
It's so hard to get people who share large objeotives even, to yet '
tugether on any one plan. So that when ve talk of Lhe teachors, we are
on the right track in the notion that they should be exposed to what the
olimate is and what the different issues arc. But I think there is
another real problem, once you get out into it. The acte of participation
of divergent groups in the commnity make it very hard. I don'’t fnow
the angwer to this one at all--how you oan deal with them go that you
ean move forward..... o : o

# As I sae it, they run into a series of commnity expectations
that are divergent. : : o .
4 You know, the teacher-isn’t the whola school. Until we olearly

help teachers to find their rola in that system wae haven't done the job.
We have talked ae {f the school and the teacher were synomymous. Now
we are adding a whole ot of other built-in roles for the teacher. I

&
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‘think her sanction will come from something else--in the commeity--that
says this is what you do and ve are going to have other people to do this
and thig in the system. They have principals, supervisors and all that
but she seems-to be the school. I want to define, as I do for eccial
workers, the very small piece of functioning where she can claim
expertige and get security frvom that. And I would exoiude from the role
what the sociologist does and vhat the ecomomist does (you know, in
sooial work we have tried to be all of : them incidentally).....
* Haven.. tried to be brain surgeons! .
ol If you are now going to define the teacher's role womewhat
narrowly, would you care to suggest some parameters.
* Let's start from the beginning., Surely the teacher is msponatble
for the classroom. I mean.could we agree on that? I mean, she's '
responsbile for what kappens in the class room. HWhether she uses para-
professionals or mothars from the cormunity to help her i8 irrelevuit
to that point, she .ig still responsible for what happens in that class-
room, ‘ ‘
44 Can I talk about that a little. It was in the 1930'g that an
educational sociologist by the name of Waller developed the thesis
that the school is in a perilous state of equilibriwn, with revolt
inoiptent--ths students against tha teachaes and the teachers agamst ‘
other segments of the society as well. That sort - dca has been
reiterated ever sinca. Do you think even if responsilbility is given
to tha teacher for what happens in the olassrosm, in many ways she is
starting behind soratoh in that her students ar. ivc with preconceptions
and attttudes that are quitc antithetioal to her 1or 7
* I'm not saying she's msponubla for the w r'd. Nor is she
personally or professionally rcsponsible for the (7erdvantagedness of
the children who come. All I'm starting with 18 what I thought was
basio. That was, that firet we specify the cldsemo regpongibility,
and after that we then fan it out.and see where elcc 1 teachsr mighl go.
But 1t sgems to me that the_ma place whers she ic, % reolf, master
professtionally, is within the olaesroom.
* That's true. .
% Would this help to olamfy the tdea? Aatuull;, »he is responetble
EC for oreating within that claseroom the kind of atrwsphere, the kind of
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elimate, where children can leaym. She is responsible for the development
of the kind of climate that will permit the kind of opportunities
available to be appreciated.
* That's iecing on the eake. She's also responsible if th. class
falls apart. She's not only responsible for good, she's responiible
for the bad. ) '
* You ern't say she's not responsible because.....
# But the kids may come in bringing certain anti-teacher or anti-
school impedimenta to learning, If we started from that, then I would
say that you can't teach people to teach--hecause that's their job to
work with the people who come into the classroom..... '
. It seems to me that what w2 have been talking about thue far
would only have her carry reeponsibility for what goes on in the class-
room that is learning experience. This ig her thing., She's got all
these insights and all these things that we've been putting into
teacher training, She comes equipped. This is her total expertise and
she uses it to carry out her rceponsibility for what happens in that
elaseroom.
* If she knows she's responsille and she’s accountable, then
maybe her messianie corplex could get a little qualified but she'll
know from the evidence from her studies and from experience, that ehe
emnot for examule, sham2 @ 13 year old bou into something and not
expeat répercussions. I mean that's her problem. If she knows she's
accountable, then she damm well better teach a decent class.
b 0.K. If she's responstble, and I'll accept that now, then
she has to demomstrate her expertise im as it vere influencing the
attuation. It doesn't have to be blatant manipulation. It can ba
quiet mmipulation. But somehow or other ehe cxerts power over the
situation through har authority. Now this is not ascribed authority,
1t 18 aquthority of expertise, because she knows how to do it. Question;
are there situatiens that come in disadvemtaged claasrooms that you have
peculiar knowledge about so that teachere can come to view the situation
differently from the characteristic way they do?
4 More than that. Kemnzth Clark dzecribes the teaoher who looks

o At the qhildren and mabes the aseuwnption that they canmot leam, 8o

EMC’;‘Q dos? not have to oall on her expertiss. She does mot aseume
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reeponeibility for what happene in that classroom because she hae already
satd that nothing oan happen there with these children.

4 We used to have an expression in case work, which ie part of
sootal work, when clients failed to kecp appointminta. We uged to say;
"Cage closed, client wncooperative”. That's the original cop-out, you
know. And ouly when a profession geta over that idea that when the
olient faile there's something worng with him, and cores to appreciate
that there's sc)methingA t:)ron; with what you've tried to do to him, does
it really come of age. When you get over that, you are really on the
way to being a profaseion.

4 - In my experienca in group vork--I've worked on the Past eide and
in the Pittsburgh district--I have noticed that there is some carry-
over from group work to tha olassroom. There are some tnsighte to be .
had from group dynamice in working with the so-cclled disadvantaged
child. For example, it's obvious that when working with a group it ie

a very gaod idea to keep your eya open among peers for the natural

leaders. ...,
* And learn not to see averything.
4 Yes. . You could work with that to begin with, to develop -

relationship with the natural leaders in the development of a group.
Now, probably in classrooms (I dom't know, I haven't really tried to =
make the transition), you would probably find with discdvantageds, and
probably in the middle class also, thzse leaders crop up. Teachers
should wnderstand what basie they have for exercising their leadership,
rind qualitiee that they have, that make them acceptable as leaders
to the others, They ought to be able to exploit and use it for a
construotive purpose, no matter wvhat happans to be the basis of their
authority. There 18 some good that could come out of it, that could
be used skillfully.- Another thing I've noticed in particular--I've .
been alamed wp against the wall more than onse whon I uas young,
particularly when I reached for the teleéphone to call the police--
that 18 how taachers can handle the threat of phueical attack. I would -
be willing to eay that as a young man I probably bwigled somewhsre to
 reach that point. Teachsrs are worried about physioal aggressiori--how
to understand the basis of phystcal aggresston and be able to handle
]:KC 't would ba valurble. They have to know how to explain i{t, to arrive at
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the 'why'." You can’t just write out a preseription--you have to have i

the regson. Then there's an art to using your understanding and

knowledge to indizate what to do. i

A Are you telking about elementary schoole primarily or doesn’t

it matter? -

A4 It really doesn't matter. 1In fact, I have the sneaking

suspicton that when we're talking about disadvantage it doeen't matter "

either. I think we are talking about education--vhat we are saying applies

right across the board. Disadvantage is a convenient focus for us at

the moment.

4 MHaybe what you eay should be true for all education. However,

T hope that we might try to tease out later where there are differences

for the quote 'disadvantaged'. Somewhere along the line I would like

to talk about minority dieadvantage because I think there might be some

difference there, and some requirements of inputs for teaching there

that are special and unique. Maybe they aren'’t.....

* There are. As far as the economie level i8 concerned. You know

the eleven-plus exam for entry to secondary school in England? I have

a friend who lives in Englmid and who hid twin ehildren who had to take

the eleven-plug. Wall, one twin mads it and one tw{n didn't. So at

11 it was virtually decided whether or not she was going to go to the

wniversity. . And yet koth of her children, although one went to

teehnical school and one want to gramr school, wors advantaged.

There were still other kids who didn't make it at all, in a way.

They never had the right parental back-up. There ngver wcie any books

at home and eo on. I mean, if you're going to get right doun to what

a disadvantaged child has, it's like that.

* That’s just sxactly what I wag thinking in epecific relationship

to cconomic digsadvantage. If you observe siow, pre-school children

growing up in a home wvhars there is a limited nunber of children and

sce how tha mother and father apply their voocbulary, then you obeerve

children from a home wherg the mother has no time to talk to the infant;

when you encownter thege same youngsters in a group at a settlement

home for example, certatn differences are quite apparent. Ong of the

Gr»e:ncu-krzble things I think tha teacher of disadvantaged children has to

.Mc‘nl with is the paueity of the zhgdren'e vocabulary., I-don't think
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we realize how handy it is to have the abstract words to apply to
feeling statas or sooial phenomena. _

A You know I ¢'iink we are on rather dangerous grownd. I think

this i8 a real obstasle to encounter. If you have a vocabulary and

if you deal with peoplz who do not, there is, to put it mildly, a
commnication problen. ‘

A4 In effect though, the gudgement you are making is really whether
one language performance ig more useful than another. Because we've
completed the linguisiic coneortium, I'm going to digress a rinute.

The linguists argue that the wnderprivileged ehild comes to echool with
a kind of communiation system, a kind of language that is very functional
for him.....

* Right.

... And what the teachers don't appreciate is the functionality of
that language for the disadvantaged child. Now, maybe if we start to
investigate their particular language, ve will find a means of commmication
about whieh the so-called privileged are wnderprivileged.

4 I think you're absolutely right and if I'm ever bothered about

my oum middle claes poeition it's whan I walk through Central Harlem

and I hear kids talking and using language that for me at 17, 18 and at
my present age is pure obscenity. Yet this 18 the everyday medium of
cormmication. I was touring the subuvb two weeks ago, and there was
this eix foot guy and another one on the bus going to work. [ couldn't
help hearing their conversation. I was raally trying to read the New
York Times. While reading it, from 96%u Strecet up to 42nd I counted

the number of timee that 'm-f' was used. What I finally deduced was that
the subject of every sentence was 'm-f'--no matter what thz subject wae -
or what the predicate was. And I thought, ho,‘ this man ien't talking
obgcenity at all.....

4 That's right. :
A coooothie man i3 uaing the only communication he lnows.
# vvaes and the child too. - The children on the street are doing

thie. You know this won! MAN. Every sentence beings, MAN thie MAN that.
Is this peculiar to the disadvantaged child? . .o
o 41 ¥o, it's just a language feature. Thare are many others that are
Emc‘similnr. For exarmple, i{n New Zealand it ie characteristic to end queetions

49 i




e s e AT O . e e e o e e e = i e e e e

-~ 40 -

with an 'eh’. "Shall we go to the movics, eh?" Now, so what?
It just happens to be a language ritua” that is followed. And it is
quite proper and quite tegitimate.
But how long has that been in existence?
A% I guess at least 80 years. :
# But you see, 'm-f' hasn't been in the disadvantaged community long

enough for people to understand its ritualistic character.
4 When we had our student riots two years ago, the students were a

little wild and I got a tem paper--first time in my life and I know
it won't ba the laet time--that had the title "Child Welfare in the
United States or Up Against the Wall '™.P.'" You know, he's right too.

* On the paper?

# Yeah, the title of tke paper. So I mean, like that's different,
maot! o .

* Let me move from what i8 a cultural phenomenon and what I believe

. i8 an economic. phenomenon too, to the program Sesame Street. It's

direoted to pre-gschool children as an cid to leamirg.

*  Every. day?

* Yea, every day. But when you ask people who run day-care centars
for poor kids, and others who mun day-care centers for advantaged kids,
you find that the more advantaged kids thought Sesame Street quite dull
because they already knew their numbers and the alphabet. But the

kids from Henry Strcet Day Care Cente eat it up becausc this 18 all
news to them. Now, when those yowigstere get into firet grade there

is a difference that the teacher has to contend with because theae
wicharaoteristic experiences they had, have an effect on their vocabulary.
I think this is very tmportant.. : :

A I think it would be wrong .to try to get the teachers to speak

the languagcs.

4 To start talking tha lingo ts phonsy.

# The rationalisation i8 that in order to have rapport they have

to taks on the mowmerisms of speech aad drees of the people thay ure
teaching. - ; _

4 I agree that's faulty reasoning. .

4 . But if you get more teachers coming out of where theee kids come .
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* That's a very good thing.

*t - The linguiete agree with you. They think that the teachers should
be expoeed to non-standard Inglich in a variety of f‘oma, they should
be acceptant of it but to learn it goes beyond necessity.

* I think that 1,f we get more teachers eoming out of urban under-
privilege you have to make dam sure that in the process of transition
they do not reject the culture--that you don't do something to them in
the training process that denmudes them of what they have in them that

ie go important *o take back.

* Yes, that's a very subtle point.

#4 But one wondere why they come out. Are they rejecting it when

they come out?

* They've heen given an opportunity they never had before. All right,

80 it means more money but that doesn't mean you have to do what soctal
work uged to do, you know, make them all over in the 'rroper' tmage.

* There was a guy who came from Moody Street to register jor our
school, and ke had his long hair and his hat like Easy Rider and he was
absolutely the most marvellous, perfect exarmple of n love child I had
ever seen. Now, we have got so used to it wa fmal7y have learned not
to try to ramake these people.

4 T have a marvellous example I want to give. A few years ago,
working with about ten aigh school drop-outs. One day I got talking to
one of them and I asked him, "Why dic you drop-out from high school?
He told me, 'It was casy". Apparently one day h2 caid to the teacher,
"teach me hov to gawible". This was in class, during algebra, and she
wvas horrified. "Sha said, "teach you to gamble, I can't teach you how
to gamble, pet out of herc". And after that she just rode his back.

So he explained to her that be had to learn how to gamble bccause
vhere he lived, in order to make out with the boys he had to ‘mow how
to gambla. But ghe wouldn't teach him and she Just disapproved of hirm,
So he quit school.

4 The fact of the mtter ie that the teacher needs to be much more
oriented to what te going on in the cormnmity. And you need t> gat this
through into the “raining of the teacher. She reeds not only to be
sensitive but also to participate in the ecormuvity go che really kovs
about this, That's on: part of tt. Tha other part of it is to train
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the teacher as a professional person to be as creative and imaginative
as she oan in order to piok wp on what the yowngeters are saying, wd
what thay vant to get. She needs to be oble to figure out a way of
tuning into their eoncerns and their interests and at the eame time get
at what it i8 she thinks they should learn in her class.
44 There's a problem however, which neede a little bit of
clarification, That i8, we still see the teacher ae the expert in the
olagsroom eituation--that’s her particular domain. But you also
suggested that she should be cormmnity oriented, commmity sensitive,
ccmmnity sympathie. Now, (a) she should be that as a human being
because that's the way human beinge ought to be, and (b) she should
alao do it on the grounds that he can also use this inforrmiion to
help his expertise in the classroom situation.
4 Sure, . .
4 This is why I want at some point to narrow this dowm to epecific
, disadvantaged minorities because I kecp wondering for example, how
_f° - will teachers in Central Harlem, New York, ever relate to students in
- . teaching History, Social Studiecs, in terms of the teacher's perception
e of, let's aay, Adam Powell--and the pupil's perception of Adam Powell.
- "f o My God, how the teacher muet turm-off those kids, you know, in terms
N of what she either eays about Adam Powell or what she fails to say.
Now, how 18 ehe going to learn about what the commnity perception
(and I say commmity quite deliberately! of Ndam Powell is in spite of
what the New York Timee saue, etec, ste., eto. How does she learm that?
4 If I were a teacher in a classroom ard I only knew about Adam
Powall what I read in the newspapers, and I'm in ths elassroom and
discuseion comee up about idam Powsll, I would let tha studente tell me.

* You won't get it.
4# . ‘But you can get it. o .
*# . Lat me finieh my piece. Make my point., As a teacher in the

graduate echool of social work with students, I have tutorials. /And |
the whole block-wide ralationghip ie there. We had militants in the
school, qurg-ho militants. I sit there wnd they say things I don't
aven widerstand. ) .

4 - Let me take bauk what I satd about you won't get it. You won't
get it wiless you've oreated what you apparently have in your group.
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f They trust you. _ : S .

E * 0.K. They trust me--it took a year. It was able to be done.

i I don't want to buy tha argument that I can't do it. -

3 * 0.X. ‘ .

Y 4 How you got to be trusted ic probably what needs to get into

3 teacher training.

] 4 Yes please.

‘- * You've got to be trustworthy. But one of the things that I think

could be misconstrued is this manipulation idea-~the idea of manipulating
teachers to get them to do right. I don't think that's the way it should
be dome with teachers any morc than it should be dome that vay with
students. Now, maybe it has to do with the selection procces or maybe

it hae to do with the things we expose them to. Maybe we should say,
"Look kids, this is the way it ie--thie i8 a demand of this eystem. Thie
i8 our announced goal; that kids ave supposed to learn and be happy
in the classroom, 0.X.? That's it.  If you don’t like it, leave now”.
You lowow, something a little softei than that. But I think we do have

to ageume some valued thinge. For example, I don’t think you can

P TR
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teach a teachsr to handle a diseident group. You can't teach anyone
how to handle a bunch of activiet students unless he is really trust-
worthy. Otherwise it's manipulation and I can't stand that. The fact
that they trust him ig not for any reason other than because he is '
trugtvorthy--no matter what he said 'r did.

4 Let me get to thie concept of trustworthiness from a pereonal
a.ecdote. It came about through a serics of thinge. At first the
group wae pretty stand-offish. Then we had to raise money in e8ix weeks.
If we didn't get the money some studente (black ones) were not going to
be admitted. Right? Co how wae trustworthiness gained? By putting-
out, day in.and day out on this campaign for funds. I was bogged dowm
with two etudents. But you could sec a decline of the etand-offishness
at the point where I was able to finally get angry at doing my part.
And I satid, "It's a goddam one way street, you'ra not telling me
anything”. I yelled that too. 4nd they then ocame back at me. That
started progress. But ths trustworthiness came from what they eaw that
I was doing. . '

4 That's right.

St chdend SN it R L b R g g L L
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* +ve.. They could gee what the hell I was doing.

* But you're making my point. You could stand on your head but
if you'rc not veal, and if you're not a real trustworthy person.....
* This 18 the point I'm driving at. The point was that they

identified me as being, in that partioular acticn, om their side.
That's the fundwmental psychological point of trustworthiness.

* You can be not on their side and be a trustworthy enemy.

* You haven't been struck yet. When our students were on etrike
and I went 1, vhere the p-lice vere and as I went by, one of the students
satd "Hil", and I hod had it by then. We had been out about three weeks.
We had been locked out. So I want over to her and I said, "I've khad
you!  With "hello and we're all friends and all that.” I haven't

been in my office for three weeks. Who in the hell do you think you
are, keeping me out. I am being kept from writing your reference. I
mean, thig isn't the 930 's. I'm not the boss making monay from you!"
And the big arqument was amund the street. The uems are sticking
out, and I was just, oh _fumoua about it and T .swnd "I'ye had it
after these three weekal” Do you know what they did? They said,
"Bequtiful, beautiful, what a confrontation, you were just great.'

4 About this trustworthinese and the sense of the development of
a n,latwneth--I think, maybe psychologists miqht think I'm wrong, but
at some time in the relationship of teacher and student the student

hag to somehow get conveyeri to him t..1t the teacher 18 veally with
him--om his side.’ ' :

4 I find it very diffi&ullt to relate what you are saying with the
situation I know. Let me tell you. We had a terrible teachers' atrike
in New York City. During the strike things werc very heated in the
neighborhood where I worked and some teacher came in--a person maybe
twenty years my junior. She vasn't yowng but you would think she vould
be with us. And she stood at the offics and looked at the sign that
said "black ie beautiful" and she scys to m2, YWhy don't you say white
18 beautifull” And that woman, how could I beqm to explain to her
why it didn't say whita 18 baautiful.

4 Why didn't you have a sign that said white is beautiful?
4 vevee and how do you know that black {s beautiful? '

It's all right, I'w just saying that Jewish is gorgeous!
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4 This i8 part of what I'm saying. You know, you have a 8ign ug,
let's say, “white-black ie beautiful” and someone saye to you; "What
do you know about black?”, and "How dare you eay black is beautiful
because you don't even know what I mean when I say black!" You know?
Now the teacher who saye "I cm with you....." They don't want you to
be with them--they want you to be honest. They want you to be honeet
to the point of saying, "I don't know what it means to be black, and
therefore I'm not going to put on my wall 'black ie beautiful' because
I don't know what it 13, Now the minute you communicate that to a
student, you are so real thal you have commmnicated trustworthiness,
And this is where I think that, certainly in the minority commnitiee.
the pseudo liberals, and pseudo liberul teachers arve making huge
migtakes. He or she is not coming through because when black or Puerto
Rican students say you don't know, they try to protest that they do.
* I don't really think that the problem is the pseudo liberal
teacher. This taacher I waa talking about wae one of what seemed to
be hundreds going on etrile. This was a white teachsr perceiving a
sign on a black man's wall end she doesn't even comprehend. I mean,
she was just eo far out of it.
* Yes, but teachers can be trained to convey that they are on the
sids of the student. The student has to feel that that teacher wants
kim to learn--wants, really wants, him to learn. In that sense, he i9
on his side. Now, it's easy to say Mat the problem is how does the
student know that that ie eo. It's not the verbalizing usually. You
can say almost anything to people if you have a relationship that works
well. It's the actions that count. If you do something that's
conatatent with vhat you said, that's how trustworthiness grows up.
In that sense you become predictabls to that student. And he under-
stands that you really want to teach, you really want him to learn.
That means that from that flowe a lot of creative waye of teaching
and from that very impetus flows all gorts of ideas and all sorts of
techniques that come out roet naturally when ths etudent and teacher
feel on the same side of things. All sorts of imaginative ideas can
oome out. Teachers can throw away textbooke. Let them create their oum
books.

Elillc* Let me put forward a thesis--that, on second thoughts, may not
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be a thesis at all. Let's assume that individuals have a propensity
for toving--0.X.? They have a prepensity for giving love and getting
love, Now, I would avguz that studente often come to feel that they
ave not getting love and tha’ they are béing de-hummized in the sense
that they are being regarded as ciphere. In other words, their
egsential hiwmnness has not been recognized. HNow, I think that wnder
these circuristanecss they tard to give back what they are getting and so
they tend io de-lnuneiize others and treat them as if in fact they ave
not hwnan. FNow I think that whe;z you got angry with your students

you demonstraied your humanness, and I think that vhat happened in your
particular situation was thai the studente could make the jump and

see that here was another hunm being demonstrating exactly the kind of
distress that they knew. You had eleared msay the barrier for
exchanging affect. I think that thie ties up with the idea of
sensitivity to oiher people gso that in fact one can demonstrate a
willingness to caxchange feelinge--whether in fact you're trustworthy
or not. I'm sure that you can point to friends who you love and who
you are quite prepoved to accept despite their wuntrustworthiness and
their wnreliability and that they don't dn the thinge they say they
will do and so on.

* I wouldn't have axzy ﬁ*ienda if I didn't!
4 Now T think that in teacher training, teachers have been nurtured

on the idea of the néé?ssity to ke n 2e people--and to jive love. But
they come to do tha very things you arz inveighing against. They
belteve that this is just a ratter of ritual. So they smile in the
'vight! places. 4nd they play the Skinner game and give rewards at
regular intervals cnd coy "ein good” (vhether it ig good or rot).

And at this point they thin% they are ’arim beings. But in faot,
they’'re not.

A I would like to emphaetize thig point, because I- think vhat

wa're sauing is that this kind of euperience 18 not just an intelleotual
one but it is part cetivity. What you do 1e vhat really telle me what
you f;?ii;k. It tells me that you'rve not juet eaying it to ba nice or
emart or so on but thad you ave really involved in something that ts
significant to me.

4 Can I cite cn exaple fron some of my oun research. We took video-
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tapes of teachers in classrooms. Onz particular teacher in a wealthy
area of St. Louis had got an awacd from Yale for being one of the five
best teachers in the cowntry. RQuite by change we took tapes of his
teaching., He wvas teaching high school mathematice, and it was obvious
that the kids delighted in being in his clase. But wvhen we talked to
nim afterwards and asked the standard questions, he said; I don't
give a dam about their psyches, I don't care if they are emotionally
disturbed. I'm not really worried about their background. All I'm
really concerned with is thaﬁ they think mathematically.” And it wase
obvious from the way that he taught that he got inside their minds,

he got at the way tiiey were thinking so that he began to manewver and
manipulate their intellectual processes. Now, I think that in one way
he wae showing a.kind of concern for them, though it wasn't through
the conventional methods of saintliness and succorance and all that jaza.
So it seems to me that you can deronstrate concern or, if you like, a
degree of empathy in a variety of ways--not just solely by the
conventiongl--"let's all be sweetnese and light ete. Now, would you

buy thie?
* Yes. )
*4 All right, would you also be willing to arque that some kids in

coming to school from disadvantaged areas are quite reeistent to the
idea of accepting some kinds of affaect? _

* Yes. Going back to what I triid to say earlier about a
relationship and the capacity of indivir_!uaie to accept it and to use
it. Let ma start this way by saying that the first relationshiy
experience the child has i8 ¥tk his parents and then it widens to
the family and eo on. Fow w1 many of the disadvantaged commnities
the emotional olimate ie ruptured--is wnhealthy. So if the child has
had little or no experience in qiving love and accepting love, tha
teacher has to be prepared for it and acoapt the fact that theee kids
aren't prepared to accept it. PFow what do you put in the teacher's
armament that helps her to accept that thia %€d ovar there has never
had the experieice of giving or receiving of live. The teacher neods
to know that he's going to react, and react in a very negative way,
in a very destructive way. Ske has to have that equipment built in,
And she has to hava her neede mat too, in other places.
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# All right, all right, I agrez. |
* That's part of the problem, ehe imagines that she's got to have
the kids love: her. ' ‘
e You rmst have situations like this in sveial work, what do you do? 3
* We tell them to go out and get their nceds met--and don't do .

it in office hours. WHe tell them to go out and get somc experience.
Sometimes they think we mean hee a wvorldly experience and what we are
really saying is, go out and have a love experience. |
# That's one of .the self-avarenzes things we have to teach
students--ong of the things which we take the responsibility to teach.
They can't do that eort of thing on our clients' time. ‘

44 You Xnow, now that we have got thie into the record, despite the
casual way you dealt with it, it i8 sheer and utter heresy as far as
education ie aoncerned. Pure heresy!

* Sheer what?

4 Heresy. Nowbody would poseibly conterplate saying anything like
that--how could wou?

* Like what?

44 Iike go out and get your gratification outside your vocation.

* Then they niust have very sexy classroomst!

*4 How can you talk about such a thing? I'm caricaturing my

reaction but to the best of my knowledge cne of education's unquestioned
eredos is, love ome's job and one's pupils. '
# You mean doctore couldn't work with people they didn't like?

In a uay that's the kallmark of a profession--to have some objectivity
from your own life. .

#4 Stay with th's a little bit, because toachers have got to like
their kids. They're told they have to 1ike their kids and if they

don't like their kids, they ought to feel as guilty as hell about it

* They can like thair kids but they can't eapeet that their kide
are going to like them back. ' ' = !
#%+  Suppose they don't like their. kids. '
* " They have to teach them amypwy and in a liking way.

A% Right! Does that mean now that they are mamipulating?

No. - ' : R ‘ ' o

What do you mean when you say they Jon't like the kids? If they

ng
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don't like th2 kid, I would want to know why they don't. Don't they
like red hair?

* Behavior?

4 «+«..s Or speach, or color, or cleanliness? But just rnot liking
the kide--no. I don't like everubody. I know I'm hapvy and I Frou
I'm not guilty about not liking everybody, but I accept everybody.

* . And you can work with anybody, or else wou are not professionai.
And, believe me, I've seen him with the worst dregs in society....

4 That's the sort of objeutivity that needs to be buiit into
teacher tratining.

* I vonder if it ien't a matter of giving them permission to have
different feslings. Tazy don't always have to be modeet, they don't
have to be sweet. 4 lot of teachers I have observad have a sort of
sacramental quality about them. Part of teacher training should be to
let them know that they don’t come on like that. They should be real.
They should accept the fact that people can get your goat.

* A supervisor once said to me that one of the ways ¢ get over
this problem of not liking all your clivnts (it's not just with
manipulation) is that you have te hate the problem so much that you
can't help but listen to the client. The teacher has to hate ignorance
so much that their liking for the person becomes almost irrelevant--
because she wants se much for the kid to learn.

*x With your permission, can I get you to recapitulate the point
at lunch when you were developing the thesis that there waen't ruch
difference batween the problem of training of teachers and the problem
of training social workers.

4 Yes, I think gomeone was trying to make a distinction between
the training of teachsrs and the training of social vorkere in that
teachars would be working with ohildren with respect to their whole
life whereas social workers were concermed with a defined olient and
an irmediate pothology. Then the whole discussion came about as a
result of the mattar of whether participation of the student teacher
ad the student social worker is an education exporience. And I was
opting for it being an educational experience whataver alee it is.

Then ha came up with this formulation and the argwment that therefore,

KC this {g not the funotion of the teacher. So the end products ara
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different. Then I said that I eaw it a3 an educational process for
both because the ieacker i8 being trained to work in a syetérr; and
relate to a hierarchy--prineipal, supvervisor, Board of l-?duaation‘J and
heavens know what. The cdueational cxperience of being part of the
administration of a school of education voritribites to the growth of
that pereson's ability ard her competence to fit into and be creative

in that system. And that is, I said, no differeni (and this is where
I differend with him) from the social worker, who is also part of a
system. The social worker is not quotz "autonomous’--except those who
are in private practice. I said some other things about the fact that
the social worksr too must fit into a system and know how to relate

to the structuve, and to know how to attempt to effect change in the
structure. Therefore, the educational experience of a student social
vorker, a student in school soeial work, in going through the government
proress in the university or school has this kind of carry-over. To
thie extent I do not see a difference butween the student social worker
and the gtudent teasher. ' .

ok Would it he right for me to-say that the sooial worker is aleo
manipulating--you know, in the nicest possible my-—aocording to an
end that that social worker thinks is good in that particular case.

* Maniprlating vho?
A4 Manipulating the client.
* -they do, but that's not the vclue.

A% "Well, ara you ciggesting that he should be completely Rogerian?
4 No. SR R ‘ h

*4 But as eoon as you depart from a }?oqeman pasttzon, don't i Jou
become a mampulafar"
= No. Thaoretwallv at least not in cace vork--and I think it’s

all right to say in practice too. Taka that example of the urmarried
mother and the problem of giuimj avay her child fwhich ig a typieal
example of a deoision that has to be made). Now uhila the social =

worker might think ehe or he knows what's best, Rogerian paseivity wouldn't
be very helpful. Manipulation wouldn't be very helpful sither. I mean,

it would not only b wrong but it wouldn't be hélpful. So the middle

1 Hung and the modsl 'thind to do 'tzm -;s‘ taught all the time, is that
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ghe were to do this and then t¢ halp her to do ome of those two things.
There are very few instances; among them perhaps a guy standing on a
ledge about to jump off: where the social worker decides for the person
what ig best for him.

A4 I wouldn't want to duell on this bzcause it may subvert us. But
vouldn't you think however, that the soeial worker docs manipulate the
situation very subtly. ...

4 I'm sure they do.

x4 .o by phrasing questions, by the selection of questions, 3
even by asking questions.....

* They do, but they shouldn't I'm sure they do.

A4 This te the difference with teachers beeause the teacher 18 quite

sure she should manipulate. You know, 'two and two are four' just
ien't negotirhle.

A I think aq more important point to me, for our puriose, 18 that
1f the teacher does it, there ig no value confliet. When a social
worker “oes it, there 1s.

# What do you mean?

A% Well, that kid has definitely got to learn that two and two are
four. He's got to understand. He's got to be manipulated in such a
way that he comes to that conelusion and that conclusion only.

# Well, I wonder if some qualifications shouldn't be made about
the social worker's practice. I'm not on very good grounds. I don’'t
know too much about case work. But isn't it true that a social case
worker comes to ecertain conclusions after assessing with the client
(teecause that social worker 18 a value carrier and a community
riprecentative and is not fumetioning as wn entrepreneur, but is
representing a soctetal value and goal) then attempts subtly, non-
directly (I don't care how you put it) te help that olient sit dowm and
make chotceg under the influence of the weight of the sceial worker
as the sooietal interpreter. ‘ ,
# I would say absolutely no. I would say that the weight is on
the side of reality. That's the thing the sveial vorker ie supposed
to gell.

4 Reality?

. Reality, and I mean that very conervtely. When a eixteen year
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old kid saye; "I want to keep my baby” the eocial worker may think
"good idea". (In fact, a lot of soeial workere do think, "good idea").
But it's irrelevant what they think. But what they ought to think
about is what thig kid's situation i8. Sometimes it's a realistic
posstbility--she has a mother at home, ete. ete. If it Zsn’'t,then
that's the reality she has to be able to face. .

At Guestion--is the gsocial worker's concern ther with reducing
every problem to a logieal solution?

4 That would be an ideal that we could hardly hope to veach. It
sure would be nice to have logiocal solutions. I don't think there are
mary logieal solutions. Most people don't look at rzality through
clear eye glasecs. If soaial workers secll or should sell anything, in
my view, they ehould sell the realistic possibilities available, and
help the alient tc look at them more elearly. I'm talking out of lingo
but help the client look at the realistic possibilitics.

A4 Realistic possibilities ae defined by?

# The elient and worker and life.

A4 And Lifel

* Of course.

A4 That's whet has a ranipulative tinge to it.

4 I don't think it’s mamvulaf:we. It's manipulation ohly, it
seems to me with d capital 'm’

* I thirk maybe there's a way out of this. khat, after all, do we

mean by manipulation. Manipulation i3 something that would appear tc
me to mean using people for ends of which they are not aware.

* Very good. : ‘ :

4 Now, if we start with a teacher vho is teachmg Ywo plus two'--
the etudents know it i for them.

* The kid makee a contract when he comeg into the classroom.

4 Yes, that's a contract. So it means that what's being done is

known. What we objeat tu in soctal work manivulation, as far as I
understand it, te the using of peopla for ends they are not aware of.
#% T like that. Now, as far as the ieacher is ooncerned, when .
she gets into a domain like eocial studies where in fact the facte .
mfleot value judgements, baliefs and opinioms.....

What ‘e manipulative about that? .
You get to be told what fgﬁeheve by the teaoher,
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* Yes, but then you havs to defirie education to mz2 differently.

If education is viewed as a rot just social control hut as indoetrination
then you and I are talking about two difforent trolley tracks. Or as
one of my colleagues says, that's a horae of a different garage. We were
talking about Abraham Lincoln at lunch and I just learned last year that
he Zen't the hero that we were taught to believe he was--because we

were mistraught history. We should have beer taught the facts of
history and tha proyer jrame of reference to bring to evaluate those
faets. Trat to me is education. I don't wmt eny stupid teacher
tecehing me wha* to belicve. That's rot education. That's inmoral.

*4 Educationiets subsaribz to the eliche that education ig concernad

with perpetuating society’s valuzs.

* Which are?

*4 Whatever valu.s the teacher happens to hold.

* See what I mean? In a multi-cultural society whose values are
they going to be?

%4 0.X.

* But because we aqre a heterogensous society and with heterogeneous

values that frequently clask with each other, it's important for social
workers and teachers to exhibit the alternatives.

4 Right.

4 And it'e a healthy thing it is hetemganeous Otherwise wa'd all
be brainwashed.

* You know, there was a movement in education in thz late 4U'e,

late 30's which may be alive, I don't know. ALl the talk then was

about education jor dermoeracy. Someone posited the thesie that education

at the elementary and high sohool level should grow from soctety's

definition of the kind of society it wanted and not the kind of leading .

out that you uyere talking about--actually indoetrinate for that kind of

soctety. He said that the ille of our society are going to continue to

multinly unless we do that. Now, “wow much of that is still part of

the philosophy of tmaining tecachers?

A I believe, even in Sweden, a singlc-culture like Swedexr, where 98%

of tha people are Lutheran and white, even there (eonceding how advanced
Q Sweden ie in many ways) they rrobably lead into tdeas.  Thay don't

]:KCLmioatmnate though they have more right to indoclrinate becausse thoy
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have euch a gingle, homogeneous society.

* - One of the things that concirne me, ie that we talk about sootety
and this 1g an abstractiem. Just what do we have in mind? Who is the
sooiety? Who are the value-ridden people? Who influences the society?
Where are they? Are they the property people? Are they the political
people? Are they the little people, the middle pecple--all right, are
they the eilent majority?

# oo Which bit of the silent riajority? Which of thd®many
widerprivilegea groups? I think we are right back to what you said
earlier.

4 It seems to me with the commmity, both in social work and in
education we have got a long way to go to really widerstand whet we
mean by community. We say glibly, community this, community that--

and the teacher should know about the commnity, the social worker should
know about the commmity. Well, what i8 the commmnity? Is it particular
people? Or rather, is it not a sense that ie a feeling about a part of
a group of people, or whoever happens to be in the ascendancy in the
leadership. And it dectdee certain kinds of valuge and because of that,
we say that's 1t. But is it peally it? Does the ghetto community,

the poor community have any input to make and does it make it. I hava
the feeling that they do have some input to offer but we are not
perceptively receiving thase kinde of inputs. For example, if you go
dowm some etreets in Washington, you see all the garbagz and the vaste
therg. No-one picks up day after day. People kind of opt out--why?

* Following up on what you say, as far as I can understand, what
the aducation systems are atming at in their value outlook, at least

in the elementary and secundary echoel, is roughtly for the middle
clagss, They would want to see the disadvantaged embrace middle class
valuas. R

* That's easier for themselvea. .
4 Easier ‘or themselves and casier for socilety--casier all around.
So when a teacher sces a etudent bahave in.a particular sort of way, the
intent of that teacher ia to bring that student along to aceept certain
kinds of middle olase values. Now, you couldn't convinee me that
daecause it 18 middle class, that it s ipse faoto bad.

Or that it is.good. - :
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# 0.X. I'm just trying to accent another part of the argument.
That's the intent of any educational system in any society so to epeak--
the domincnt values are the ones with vhich a student is going to be
taught. Now, what we are saying particularly in this country today is
that gome of these, not all, some of theee middle elass values, to use
the jargon, are dysfunctionai, they're no good. There are other values
in society that could bs equally reflected when we teach. That's where
our argument i8. What arz the other valuezs? And they should be
presented in teacher training so that thz fteachers can be cpem-minded.
* «+vv. and perhaps the valuse thia country is moving toward and
its style of life, its cutlook, so that they should bz open-minded, able
to look at the pro'’s and con's of 1t. It would have to be with students
at thé proper age (I don't think all students can engage in this sort
of discussion.) 4 cowntry, if it 18 to survive, has to geek a consensus
in its population. In that gsense, you can't escape a certain amount

of indoctrination. '

A% There is a point though. Remember vight at the beginning you
said that education should be sure that it adopts the most parsimonioue
approach that it can. Now obviously, 1if everybody is going to discuss
all poseible alternative values all «.thz time, you're going to run

into the problem of, as it were, re-inventing the wheel, aren’t you?

# That may be true. But they eay that even scientists could have
a hot discussion about whether two and two equals S‘our. How much
higher discussion coutd one have about goods ov about values. It seems
to me that it'c just impossible to teach wvhat ie good and what ie bad.
Gordon Hamilton satd, "You can't teach values, only teach aboui them.™
* You know, I think that this is a much more thorny problem in .
education somehow then 1. 18 to the soctal worker. Later on you can
discuse these diffsrantial valuece but that's really too late. In job
training, the business in which I am very ruch involved, for example,
the whole attitude touvard work and getting there on time, accepting
bosses, 18 a valued mode of behavior that just hus to be learmed. It
doesn't geem to ma that the teacher can be com;ﬂetely open. These
values are fwietional. You know, it's a terribls risk if you say, well,
you oan go either way.....

\‘ - ]
MC‘ But then I think that 18 a dodge when you gay, if the teacher

ER
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perceives the reality, she knows these kide are going to have to work,
go ehe starts on it in grade one. It still ie indoctrination. Now,
when you take a little more abstract level, for example the commmity
eontrol iseus, with commmity control in New York City, the viewpoint
in the Bayside toward racc 1is going to be very different from Harlem's,
and do ve really uant children indoctrinated to be racist, if that is
the domingting vieu, or do we want the teacher to be completely open.

* I agree. :
* So the teacher does mdoctmm*e"
* - But if you have to re-define each time, you do re-invent the

wheel, But you don't have to do that either, when there 18 consensus
about viluss, and priorities and when all parte of tne population have
had @ part in the input of that coneensus. But what we have now, and
thie is where the problem etands, the values ve are talking about are
middle class values, we arz talking about white values in the American
soctety. But blacks, Puerto Ricans, Chicanos mna American Indians
never have had an irput and pars of the conflict now is that those
minorities are saying "Hold up”, ve want a piece of the action. They
do not say that thzy have to substitute their values for auh values,
but they do wmt their valuce taken into consideration.
4 . The definition of values as we sce them.....
* vooeeas we see them. Then you come up with something that it is
not left open for that teacher to decide. But in a pluralistic society
the inputs hava to come from all the plurals, ,
*4 In view of the faet that there is quite a marked hiatus between
youth and age;, however, and given the fact that education is conceried
with youth, and given the irmense eize of this country, don't you
think that you're still joing to inherit a situation wiere youth will
feel that they.are not involved in tha value. congensus anyway.
*  Aetually, realtstically and empirically there 18 input in some
areas although it i3 rot having too much effecet at the present tuma
But neverthalees there is evidenece of valucs being tremsrmuted and
changed today. Let's take wiother exarple; I could go on and on, and
exhibit how the value behavior of adulte has been affcéted by youth
*nday-—dresa, styla of speeoh and, going on to more bagsic matter, 8ex
KCr example. . It's being tremendously cffected and changed. What I'm
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driving at ie that you nced not bz so pessimistic. As we study
history, the culture changes within the country. You see it again
and again. Some of you might say it's a fad but nevertheless it's an
input. That'c what matters. Even family life today i baing affected.
I don't think it's temporaru when it deals with such matters as sex.
How it 18 played cut by young people i8 affecting the adults--what they -
are rexding, what they arve going to eee, what they are going to opan
their minds to. How coming back to the argument--tha inputs of tla
poor and disadvantaged--I'm not that pessimistic that it's not having

an effect.
* But there are certain value conflicts. That's education's job.....
* I don't question the substance of it, what I question is the

way in which education has been misperceived as indoetrination in thie
sootety. FHhat the hell are the holy virtues?

x4 In other words, you wwit teachers and students to be aware of
the valuing proczsses in society?

* cese And the conflicts in them--to be educated, knowledgeable
and--as necessary, upset,

* .+ .v. For this hae a way of developing their standards of
Judgement. '

* - That's right.

* Which mugt be used in a professional manner.

4 Then you get an educated socicty instead of a half-witted one
iike we have.

* You say half?

* I have a question again. Take as an 2xample, unmarried mothovs

in our sooiety--how it's frowned upon and so forth. WNow, as a reeult

of the efflorte of tha last five years or so (I hope I'm not exaggerating)
because of the insertion of wi input from another culiural style, the
attitudes about the wirarried, with kids, eto., keeps wndergci.g charnge.
You won't find it in the legislation but on the fron. line, among fomily
practitioners and eo on and so forth. Sconar or later it will probably
come in the lavw too.

4 But I don't think we need to get hung un on the eubstmae of it.

I think what ve are really talking about ie how this e commmicated in

Q
]:KC the olassroom.
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*4 ‘That's fine--sufficient on that point. Thank you. Con we look
at the point you wanted to raisce--the diffe ences in disadvantage, in
partisular minority grouwp characteristics. I my be misreprasenting
the actual foevs.....

* I think you are preseniing the focus, and I knew exacily what

I vanted to say this moming..... I guess vhas I would like to lead us
into coneideriny is; - granted thot dicadvantage, educational dis-
advantagement and ethnic identity are rot the same (largely we agres on
that; are there not some differencas, however, between the black and
Puerto Rican educar lonal disadvantuge and white disadvantage for eaampl.
or betueen tha black avd Puerto Rican, ete. I ithink that iz the whnlc
question. Pirst of all T think teachers need to eee tha different
tevels of developmant toward quote "freedem” within any given minority
grown within our eocietly. They ave not all at the eame stage and
therefore, wvhat thae teacher in the Puerto Rie = commmity may need to
know about and expect from her parents and from the time that community
activity begins to have its inpact on the structure of the schoc” and
govermors of the echool ond eo forth, is the diffevences that arve
going to be felt. In other words, we can't say to teachers, you kncw,
(lat'’s make it very eimple) "Minorities arve pushing for ccnmunity
control and, thevefure, the militant ace going to do suoh and euch (u'd
you are going to have to acecept", ete. - And then you tell them the
vreseription, because there are difforerces groving out of each of
those ethnic minorities. That'a number one, and I would like for you
to tolk about this even though I haven't got it fivmly developed ard
perhaps 1i's nov even valid. The second te the whole question of

~ identity. And I am finding thas that is different--io say nothing

about the education of the disadvantaged baing different in the Latin
conmmity, than it is in the Pusrto Ricaw eomrunity, than it is in the
American comnmity and so on. The teackers need to know whai ave .

these differences qualitatively. So vhat do we give teachers to |
ic?eniify thosa differences, and whait doss it maan in teaching ard to
the edurational experiences thay provide for ochildrca. These are juet
two of the dimemsicne. T third has nothing to do with race. It haa
to do with the whole ezenorie bit in the education of thz dieadvantaged--

KC »ge who are econonically deprived, and vho are educctionally dis-
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odvantaged; thosa who are not economically disadvantaged but who are
educationally disadvantaged.

it I can see a little latin square emerging.,

4 +vees Thege are gome of the things that were rolling nround in .

my mind this morning whon I said, lat’s talk 1t oub.

A Would you have leads that you could give us on differences

between ethnic groups. For instance, without much knowledge of La Raza,
I know thers appears to be no cownterpart in vhite America. So preswubly
the concept of tha teacher has to be eensitive to thie and know what the
implications are with respeot to her as an authority figure, for example.

# And Machiemo--in the Puerto Ricams. It i the manhood concept,
end that movea into the whole area.....
* eeres When an 8 year old goes rownd making an obscene gesture,
* That's right.

# That has several meaninge.

4 It ie the manhood conmcept and defines the vole of che male even
at the age of 6. What we think 18 obscene ig only ar cxpreseion of

'machiemo’,

* This gets us into the whole bit of whether it's immoral to live

with a woman and have children. Thie is only playing out the machiemo
eoncapt and we, with our white, Anglo Saxon, middle class values say, .
yor Know, 'we've got to help thzee people get nwrried!”
4 - I've got another about differences among et'mic groups. You
are talking to social workers, eo ve are kind of gqung-ho on individualization
in case you haven't got that meseage yet. To regort to anecdote again.
The director of tha piano school in the Harlem School of Arts and hie
wife in the piano department, ure both very liberal people. They wers
surprised vhen registration ocame by. He came to toll me, "did you
know that Harlem ie full of Jewish mothere?”" He said that he never
kngw. He said that thees mothsrs are pushing these kids to take piano
lesgons, t~ take danoing lesecns and 6o on. He 3atid {t's a whole new
world that he didn't even kiow vas up there. It's kind of a new version
of the etriving middle olasa mo‘'her that we usad to know years ago in
practica, and the over-proteotive mother. You know, don’t cross the -
‘gtragt and all that. It's another vereion of the same thing which

[KC doesn't fit anybody's present day astaé'eotypes.

Aruitoxt provided by Eic:
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* ‘There are two arguments I wunt to present. The Puerto Rican
population again, in the neighborhood are iremendously reepectful

of the teacher and of the schocl officials and so are much mora
difficult to organize into oppogition than are the black community.
Thig makes for sharp differences betissen the two groups because the
black cormunity gets very annoyed at the Puerto Rican community's
subservient attitudes to the schools. Second, an wirelated item that
i8, I think, worth mentioning and discussing ie, where -lo we stand on
black teachers for bleek etudents. When I first got out into soeial
work practice, if you worked with a black customer, that wzs never
mantioned. It was never even discussed. It was asswmed that you
couldn’t relote. In retrospect I realize how much wag going on that
wag never put on the tablc. Now we know thnat in many black commnities
there's a sehool just for black teachers. My oum view is that this is
how it ahould be. T think it's very important to see children, see
black people in authority. I would go into that direcction as a high
priority.

* This leads re to crother distinetion--the teachers' understanding
of differences within tha group. Because the minute you say black
teachors, black children, I ern tell you that in the black community
there 16 a large sector that sees *his as a lot of nonsense. They vant
good teachers and they don't care whether they've black, green, yellow
or red, So the teacher, in looking at the etimic minority group, has
not only to see the differcnces betueen the different groupe but alao
see the differences within the gerup. .

*  Pclioy makers ‘nwe to conaider this also and take a position
because of the implications for teacher selectiom.
* You know, something you said at ut the Puerto Ricans reminds me

that we aven have to talk about religion. You know, you eatid that
Puerto Ricans have thig great respeot for teachers and thie ia true.
But there’s a root to this. It is the Puerto Riean heritage that comes
out’ of Catholiotsm's respeot for constituted authority, evem though the
Puerto Rioan may no longer be Catholio. /nd you’re might about the
Puerto Riean-black confliot. . : ‘
< Thie resreot for comstituted authority puts you in a bind, doean't
EKC? Bacauge by dafinition you ars (mtt-domna ~at least you are for the




- 61 -

eritical examination ¢f value positions. Yet by dafinition, if theee
youngsters accept a dogma, they may be very resistent to the examination

of it. S :
* . It will b¢ harder, that's all.
4 In commmitice where you do have a number of Puerto Ricana, Negroes

eta., there has groum up over the years a lot of conflict among and
betweets them, One of the things that'e happening :ow 18 that they are
begirning to recognize that the enemy, "Dear Brutus", is not batween me
and the thee tut somebody else over here--thc whitcs. This is just
about beginning and I don't know how far this is going tc go. This
places the white ieacher, who 18 in these kinds of school systems, in
the position to need to understand what's taking place.
* I vant to disagree. Last month, six monthe ago, I would have
agrzed with you. Let me just give an illustration why now I disagree,
‘although this is on an entirely different leval and hae nothivny to do
with schoola. It'c from courselling, social uork, counselling.
* That has nothing to do with schuols? Rignt off I'm disagreeing!
* vo... Coungelling and sveial work agenoies became concerned
about the need for reoruitment of minority groun sliudente, minority
group fasulty and the inclusion into the curricu®u of conceins relevant
to the backgrownd, aspiratioms and neede of the various mir. ity groups.
So they set up a commitiee of soctal work eaucators. The ccmmittee uas
made up of blacks, Pucroc Ricane, Ch.canos «wnd Americarn Indiars. The
chaivmeon happened to ba hlack, and the staff rerson hapvensl to be
blask. #e brought togethor this committec of twenty odd people and we
srent two days in confaprerae. At the beginning o) the second day I .
thought, vhat the hell is qoing on here--the enemy ie the same, ien't
1t? Then I found it wasn't eo at all. The Chicanoe and ths Puerto . .
Rioang first of oll had thei'. thing between them--they all have Spanish
backgrounds but they are milee apart; thasy dor 't talk, you kow. Thun
the Puerto Ricans and the blackd, they had to out each othar's throat.
I heard a Chioano aatid, thie {8 an insult to ue that the chatiman of
thies committez is black, and tiat the etaf; membe» ig _lack, and we are
asked to serve wndar them. The veal enemy wae that white establishmant
in gootal work education that Jeniea non-white etudants «inieaton, that
El{llciae appointment to minority faoulty, that does not put a thing in
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the curpiculum about any of thase groups. But nobedy could get past '
the irmediate problem. Then we had a meeting of the hoard where we had
to give a report. There a black faculty member, a vice-chomecellor,
ligtened to this renort about the black chairman and black staff member
and finully said; (and this is the punch line, I think, for training
teachers) "whatever mode anyone think that in conetructing a committea

on goeial work education with a minority concern either at the commmnity
level or the national level, you could bring these various minority
groups together around a common concern?” Well, vhat we are doing now

18 breaking that committee into task forces. So I would think that
teachers are going to have to look at this whole minority concept and
1t take it as a lump.

A4 Can I make one point? It would have worked if the enemy vvithout
had been thraatening--if tha threat of the white would have been so great
they might have been forced into collusion. If I am right, this suggests
that the apparent divergence Detween wiites and the black minorit: J in
general, ien't as great perhoys, as it sounds.

# The thing is that [t was the establishment that put it together.
* That's corpect, :
* I still don't g9ive up on ihe point I was talking about eurlier.

What's really rappenitg, and I'm not talking abort the sophisticated
counsellor education, I'n talking about the people dowm thar: in the
ghettog who are the black, brownms and go cn. They are begirning to

see for the first time that there is the establishment over there, and
that their Lest bet is to begin o unierstand each other. This is just

a beginning, However, in this altempt, you have a process wvhere you
will find different groups getting together and thie will give then
strength to move back tnto the rnulti-group eituation and to rzally put
some strength into that. Por example, I know Howard used to have white
gtudents ‘and we etill hnva, of anursel), cd some of the faoulty members
agk vhy do these white students come in wid get by themsalves. (You
xrow how you go into awhite wnivereity vhere you sec groups of blacks

get by themselves). " This ie an itmportant par:. of a phase of development
bednuse to the extent they fdentify tnemselves, they then derive strength
f‘mm this kind of idemtificotion to move back into the livee of the group.

KC; long as e understand this and encourage this kind of thing wa have

DI
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an open door, but if yo.. toy to integrate them as they come in, there

you fatl.

4 Absolutely.

* This of coursa, leads to the pmlasophy of black nowar.

* This means we naed to understaond what e taking place and not

feel they arz against us because of their reed to draw strength from
each other ag a means of identif!cation. ‘

4 veeos Even though thair verbalization may be againat us.
* That'’s right.
4 I hear black students in the cafeteria at my university (not

goctal vork studente); 'whitey this’ and "whitey that' and every other
student Zg vhitey. dnd in class and on the elevator they'll talk
about the whitey student. And they don't want a part of whitey.
d They have to do this to draw their oum strength. Thie i one
of the things that is very important in wvorking with inter-group and
intra-group relations. And this is the kind of thing I would hope
soatal work would get huld of, but often it doesn't
# Toashers should get it.
* We have a Puzrto Rican caueus at echool and a black caucus. We
don't have any Chieanos but we have a demi-peer group, a gemi-pedr groun.
The other night we hud a confrontation with them. We all needed it very
badly. And they brought commmity people im amd I got all kinde of
threutening telegrams about theoe problems, iike, "we demwd you to
use our ajgency now'. 8o a few of us were at this meeting piue the
community people. There vere a large numbar of Pasrto Rican students: .~
Many more than I thought we hod. There were ten case workers alone.
They were the least of ths rnumbar. [t was a terrible meeiing with
fighting, screamrgand yelling. It wae very Pueric Rican. Anyuay,
one of owr bluok faculty members who was tnvited for some role he was -
carryirg in the school, was trying to make a point. /fnd he said some-
thing about ethnic minoritiss--blaok and Puerto Rican. And the group
wvent aftor hirt ond he waen't able to say another word. Thay told him,’
“Do rnot mention black in this rcom”, As a mtter of fact, one of the
reasons the Pugrto Riean caucus ig getting so stmng is their antipathy
nct to the whites but to the blacks. .

O 44 Whotever makes us tongine that decades Lf not centuries of
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prejudice are going to be eradicated by aome soctal problem--cven a
major one? Let me ask a question concerning the only area we have

not dealt with. You've been very coneiderate <n focussing on the
teacher. Nouw, what about the teacher vis a vis the social worker?

Do you want to give a message about a kind of collaboration with the
social werker--you know, sensititivy to the sceial worker and so on.

4 I think soeial workers have to do a job on themselves first. I
would be very loathe to ask of the teachers that they relate themseives
to soctal workers in the state socizl vorkers are in now. There's a
theme about that. I read an article called "The little white clinie
in the little red school house™ and that'e kind of what I mean that at
the noment I am not aﬁ all sure that social work nractitioners under-
stand that the sohool 1s the central place in the community whers all
people will go. I don't think they really understund. At least in
New York City, and I think also in Boston and some places own the east coast,
when the soetal vorker relates to the school child who has a. problem,
ke gets eritical about the school rather than support.ve of the client.

4 Whatever hanpened to the school soctal worker?

4 In this cormunity they're up 125th gtreet.

* Tha way school social workers organize New Ycrk City is not
typioal. : , :

* Up in New York state it's healthier.

4 I would feel that training tecchers to know about social workere

18 hadly a priority. I %cpe however, that they would know semething
about sozial work--kow it overates and how 1t might relate to their
jobs. Ttey should know somathing about the resources available--in
particular for the ecomomically disadvantcged, a certain knovledge-
about public assistanea and other income raintenance problems.. It's
vital, I think, that a teacher should know thay exist and kow about
them because this s what she will be confronted with all the time.
A ~But you see thare I wouldn't be wwxious to have them know about
sootal workers. I would want them to have a heavy does of whatever you
give in traitning that deale with attitudes. Thcy should be helpaed in
their attitudas about the peopls, sccial workars work with. Probably
one of the moet destructive attitudes teachsre have for evwzmple, is

O out the poor. This is particularly so about that group in the poor
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who are dependent upon public assistance. Teachers as profeseionals
react more congervatively to life than does the non-professional man

in the street--(I was going to eay ultra-conservatively). In publie
velfare, helping groups in the community deal with awd uaderetand why
these people have a right to assistance, why they have to be adminiatered
to, why there has to be a govermmental etructure for it, the worst group
in the world wae rnot the tax-payer group, not the businessman growp, it
wad the teachere in the New York City school system. Sc to some
extent they do need to knows about soeia’ workars’' olients. Put maybe
you ure right, we are not .rea&y for them to know about soctal work itself.
* Another thing that is happening I think, ie that the echool
syatem iteelf is going to be interpenetrated by other agencies--maiy
more than at preeent. In partioular there will be an interpenetration
by parent aesemblies. This +ill bring many different types into the
school syetem. As well, we have psychologists, soeial worke: s,
probably sociologists, to tench the teacher vhat to do. The intee-
penetration of the school system 18 a problem. I'm juc. deseribing

the situation.

A It's happening, sura.

# Now, sooial work has faced that in it3 own batlivick we far as
other diseiplines are concezrned, (nd inereasingly co in our facultiss.
But then we start talking in social work at least, about how to epeuk
the language of these other disciplidve--to wnderstand how to use them
o8 consultants and so on and eso forth. I dare say you'll fcee the

eame problem in echoole in the 70's. Therafore teacher braining in

how to usa other consultants will probably rival that of eocial workers'
--probably to a higher degree. What I'm trying to say 4e that tue
teacher canot any more be simly concaiived in a sort of eimple, little
red sohool house gort of fashion. That's out. That's impossibla.
Therefore, teachar training will have to find means for enabling
teachers to have knowled,s, ekille and understandings of ueing others,
as t'air uss relates to their primary respomaibility in the olass.

How to do that?--I don't knows-we have our own tioubles with 14 in
sooial work.

4 May I say something? .In the first place I think that teuchere
!tke other people, have pretty much the eame gencral opinim of wooial
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workers--thae 18 thot those ave the people who are low men on the totem

pole,

A4 I thought teachare were.

* " ¥o, govial workers are much lover. We are the second oldest
profeesion! '

* ' There's eomething I would like to eay about Headstort.

We began by saying Headstart is a program of educating--until Congrees
said, 0.K., let's put it in the Office of Education., So then we said,
oh, no, that is not what we meant. This ia child development, don't

get it in there. There wers several reasons but onc of them was that

the vhole education establishment is so much againgt any kind of change.

The education establishment makes chamge very difficult. As you go
around talking about the Headsiart program co Foards of Education you
get only trouble, /And teashers are part of thie, you know, They are
part of this eystom you are talking about. It's part of the tradition
they 'wnderetand’ all thie, eo that when we begin to talk about social
work and educational scatial wovkers and tcachers, we have alrveady a
butlt-in conflict. It's usually over who controle what in terme of the
child. And in the Headatart program, for example, the teacher i3 in
no doubt about it. This is her child. It seems to me that ome of the
things we have to get in teacker training i8 an understanding that in
¢ sense each child really belongs to the community.

4 There are laus about kidwappirg!

* «oovs and all of us ae professfonal people are working with
thie ohild and hie family. '

%4 I: geems to me that this is the other side of the 20in that wcs
mentionagd eovlier; wwmely, if you define the teacher's role and make
it, a8 it were, classroom specific, then preesumably the tceacher needs
to row about the scetal worker's role and his speoifie domain too.

Is that right?: . -
£ - Yea. And that they are both, as well as the nutritionist, as
wall as the  hyetoian, the dentiet, whoever, really working with thie
child together and that the child does not belong to any ons of then.

4 I hope that you made that interprctation clearly in the context -

of vhat I was saying. You eaid that the teacher balongs in the olass-
O oom. That was not what I wao eaying. The teacher ohould take
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rasponeibility, total reeponaibility for what happens in the elassroom.
That doeen't mean that the taacher 18 locked in there, and that the
teacher’s only eccneern ie withir. the elaserooin.

# The point ie that in the classroom the student is cast in a
particular role and that is nct the whole of anyone's life. I was
Just thinking about how complicated it would be to train teachers--.
in the first place it's boring to tell them that the nutritionist

and the social worker do all these thinge. It scems to me one would
vant to separate whatever one did on the classroom part of teacher
training from the other--perhaps have a egesion or a unit or something
on the systemic comrunity view, and what happens in the commnity, and
how the commmity divides itself up to be helpful to families and
children, 8c that when the teacher is in the school 8hz'll experience
the differences., I mean it'll be done conceptually.

44 I think you are going to have a couple of probleme, methodologically
though, because if you introduce teachers , who are prasumably going
to care rmyuay, to probleme of hunger ete. so that they get disturbed
about them, they will say what can we do?

4 I2ll, thit'e different.,

2 ..., then it seems to me you have tn oot for saying that here
are the thinge that are Avatlabié to ‘o, and leave it at that.

* About the resources, yee.

* - But I think that the problem ¢f relating teachers and soctal

workers to these other profeesione ie really more complex than tie way
i1, which we have dealt with it. And it is complex because of the ovev-
laps and the inereasirg difficulty {n drawing bowndaries around any
profeestorial knowledge arcas. They are so interrelated and that, I
think, makes it difficult to say how the sooiai worker 18 related to .
the teacher, to tha nutritionist and so on. I think, as we look ahead
in training of the profecsions, we have to return to the problem that
we discuseed Lefore lunch, which ooncerned the professioncl culture, and
the way that people in the past have had sustemance--tivy *had a
plaque to put on the wal? and all that. Now, what we have to do is to
agk people to identify with larger arenas. So the teacher would be
uienttfted with a body of knowledge and tt's going to help her in hor
.KCaek. But it's going to be all miaed up with other knowledges that
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others have.

4 Let's try this out for eize. I wvas dowm eovih, and a phyeicist,
a wiiversity offictal, was interviewing me. He talked about soctial
work for a while, and then he said, I want to try out an tdea on you.
He said that he knew from his university that there were a lot of
different professore in allied subjects. He saw the overlap so he
asked, why in the hell don': we have a gchool of related professions?
I was intrigued. There was a gimple-ninded solution to a complec
problem end it scema very attractive. If wve're to lick this jroblem
in the 720's and 80's then the probability is that in some kinds of
training somebody better get started (magbe teacher training). We
ought to get up a asystem of training in which the inter-relationship
ie central. Perhaps you would teach teachers within that conteat.
What I'm driving at is that you have to have a structual change some-
whera to ashieve it. -

A4 Theoretically we are deviaing a eystem that will in fact
accomplish the purpose you have in mind.

* You don't vant to be in the position of tacking on. It's got
to be integral. and to be integral, you have to ook at the structure.
If yoit know vhat Aumetion you want, you have to look at the struoture.
The present etructure that we have in universitics--alttouph ve talk
"interdigeipline’, it does not refleet intérdisoiplinary aotion in the
struotire. So an incerminable numbex of meeiings between departments
are epent aotually in guarding turf. This i because no wniversity
administration as yet hae taken the risk and made a chdnge structurally
that charnale things eo they've got to be interdisoiplinary.

* "I-don't think you have to wait witil you go to school to relata
education to related profeesitna. I think you have already suggested
an aevor, . In every wtiveraity I know about, whether it's a school
of eoatal work or school of edication, we could begin training groups
together on ocertain arcas whare tedohere oould take courses in school
social work and scoial vorkers sould..... .

£ Some do.es..
* They do in a limit:d vay.
A "But it's rot the same thisg,

‘It's a Vimited oxarple, Lm't {t?
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# Very limited.
* Tt's a very trritorial thing.
# Ltnd this may be one of the things in which Triple T in Missouri

ean help both teach training and social worx edusation.
You know, 7t's very interesting, we kez> s ing teacher training
and goeial work education.

A4 The distinction between training and education 18 extremely
gignificant.

* It s, .

* And we wouldn't dveam of saying social work training.

A But we say teacher training and social work edusation and they

are both supposed to produce profeassionals.

4 I would like to say something about this business of differeit
achools. At Howard University there are o many schools now that have
education for goctial welfare but, howevar, not in the way other people
do their thinga in terms of their own diesiplinea. One of the things
we are beginning to do ia forming a coordinating committee for social
workers, .

* - I have a reservation about all this--it's very depressing. If
you put zero and nero together, as a matheratictan will tell you, you
get zero. The state of tha quote “human relations” saiences are not
that secure. One man's plcusible guess backed by some evidence against
another'e as low probobility. I could take any research (I'll be
egotistical about it), in soctal sotence today and fault it on @iy
number of logical or methodologizal grounde--and I could attack the
conclus’ong ns to its degree of probability. That awoys me--that I
.could eay what I caid annous me--beoause sero plus zero equals zero.

# But you dom't make the knowledge any harder by teaching it
collectively. But you might be on the right path.
4 You know, I think one of the reaacns for calling it teacher

training--thie ie really a aqueatior--ie because historically in this
oountry, ve have really seen the teacher ag the transmitter of the
graat Amervioan values. But we haven't really seen the teacher as an
in%;gml professional with judgements and eo forth.  She's a kind of
a vehiele to the Board of Edusation. Somevhere, something with an -
QO Amevioan flag hanging over it saye this is what tha kids have to leam
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and you're the one who has to bring it to them. Now, that's not a
professional role. S o

A% . I'have two comments. FPirst, cducators thamselves are ooncerned
with the label and will talk fiéely about teacher education. They
hove the message will eventually get through to others. The other
thing is another kind of historical explanation. If you study the
development of teacher training institutione you'll find that they
developed apart from wniversitiecs. And I think it was the univei eities
that wvere concerned with making a distinotion between their education
aid those other training sustems.

* Soetal work too?

* Soctal work 18 an activity that prematurely professionalized
itself. ‘ ' ‘

# 0.X.

At Maybe teaching too? You had a point - ou wanted to bring up.

* ' 0.K. I want to raise the idea of marginality. As wa work with

people in social work, we see that some in the intra-group situation
are just marginal. In other werds, they have thair relationships to
signifioant others that are different in terms of the identification
of eertain sub-groups. Within the Megro group there are some who
identify with thie kind of on-going aituation and others will identify
with that. 4nd that ie because they are r.ivginally related to these
things. The teacher hae to realize that when ehe has groups within the
classroom or anyuvhere, they are not all that ehe sees. She has to get
seme differentiation to widerstand then. ' ‘

*% S0 that « black one ‘@ z'ealty a white one?

A .. Could very well be,

A That's a’ 'cookie’--black on H‘.e outetde white on the inside.
A A zebra, e '

4 {There’ 8 ‘a blaock wd whte arfvertizmg anenoy that usee a-
aebrg motif )

A At oma potnt earlier wa talked ‘about"goale--what"a teasher or

trainer of tzachers is tryi g to achievs. Oma of the things we need
to be aonscious of is vhether the means v use for teaching awd for
f:mmmg ad for education are consistent mith the ends we want to

]:K eva.
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% " That leads to mother point--we are in faot teaahmq the teachers
of tomorrow with the teachers of yestarday.
* And also, it bears on what the cormmunity that hires the teachsr

really wents from the teacher and it has to be thair decision and not
thol of teacher traines alone. But if the commmity really wamis a
teacher who will educate, then they huve to bz prepared for eome
diffieulties and most cormunities don't know that's what it mears.

* -~ Ve have talked about commnity two or three dozen timee taday.
And when you named the groupe that you have asked to come in, I wae
aware of the foet that at no time did you talk abovt the commniity qua

cormunity. .

*A For this reason--ue did not know what 1t was.

* Well, nobody else does.

* You mean as a scctological phznomenon or as a spokesman for

gome peopla?

* 48 I understand the three T's, it has eome component parta to it.
Thie T.7T.T. busineds at least in my university, has a policy conmittee
that t8 made up of the university, the public school adminigtration, the
teachers, and the community. And the commmnity block has parity with
the other three. After I got into this and you invited me to come,

I thought that i1 couldn't go over thrte to the Universiiy of

Missouri ignorant of the T.7.T. project at my own university, eo I . -
got them to tell me about it just yecterday at lunah. FNow, they get
commmity representatives in the same way that we are going to get them
for commmity control groups--the same txay aocial work te going to

get them representing the delivery of services. We don't know what
community 18 but we are going to get esomebody. '

# - Why 18 that such a diffioulty?

* . I'mnot saying it te. I wmnt to Jaumwhathehae in his
consortia representing quote "commmity".

* . It should be the Missouri commaity.

A% - 0.K., but T'm going te have to give a complicated answer. Hhen
I first wrote the proposal, I believed. the American statement of itself.
Armerica ts a teohnologieally advarced society and demonstrably so.

- ahen I asksed the question, how did it badomg teehnologically aduvanced,

]:KC I eame *o the conlusion that i* 1as bgcause America uses erpertise .
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and attacke ‘thz problems of technology systematically, seientifically,
and empirically. So it acemed to me that if you are going to attack
social probiems, then this is preaisely the approach that should pay
off. 8o I deotdad to attempt to do that at this particular point in
time. Then I decided, rightly or wrongly, that expertise lay in
control of the people who had given lifelong thought to the nature of
the problem and possible solution. It did not reeide neceesarily (and
you'll forgive the analogy) in the knowledge of the patient vho although
he knows where he hurte dces not necessarily know how to golve the
problem of the ashe. This, rightly or wrongly. wae my position., I
still adhere to it because I have yet to hear a rational refutation.
I should add though that subsequently, in the meetings associated with
7.2.7.~-vhen I was out of the cowntry--we were subjected to intense
pressure to "involve the commmity”. So now I've written into the
project, provision for getting commsity representatives--vhatever that
means, and perhaps having one or two community consortia. Now, my
peraonal position on this i8 that I do not see the logical justificarion
of the move. I sae tha politieal justification. I eee that in order
to retain some degree of viability within the whole T.T.T. program ve
had to do it to ascommodate t» what was stated as a political need.
But I gtill don't see that it is neccseamly going to produce iy kind

of knouledge pay-off.

* I don't agree with that.
£ - TIde. .o .
4 I don’t think we should pass lightly over thiz phrase "the

comminity, whatever the hell .hat ie". I don't think we should accept
that. I believa that I made this point earlier, that the use of ihe
term {8 a mienomer, it i confusing. We use it as an euphemiem und it
obenures. I think we oyght to use a vocabulary that is degeriptive of
what wa really mean. Now, if it were to involve customers wio uged a
particular service, 0.X. I oan define emd might even be able to get wp

a eystem where they would be genuinely reprzsented. But to inmvolve people

and Juet eay commmity, I think is both bad and msleadmg and there's
a lot of damger in it. : : : :
J . T'L buy that. " But then the prima‘ry customers of the publia -
]:KCvols ‘are the kide. find the rgxé group :we the parents. WNow, when
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I say I don't buy it, I don't buy the proposition that the customers

do not have a level of expertise. Howcver, they are defined--I say that
now and I don't eare whether you are talkivg about the otudents or

the parents or the commmity leader in that order--they have another
level of expertige that might b2 as valuable in defining the content

or the direction of teacher training as the social wovker, the linguists,

|

ete. ete. Now, I go back to something wz said earlier--it is the

community (and now it may be thz parenmts, or the teachers, cr it may

be the politicians at tha local 7 ', and I agree with you again, we

would Juwve to be specific here, but for short I say the "cormamity”)

that is going to define the role of the teacher and that is going to.

reconstruct that educational system that we werc talking about--even

tiough their expertiocz is at i different level.

A4 Let me make tuo points, One, that particular expertige can't

bz backed up by writing. So to this extent we would be relying on

the comsortium information only--and we would be vietims of our own

selection, The other point 18 that we really had a heavy hang-up

over the diagnosis of community, eo we cow.dn't decide on the influence

groups. Should we get Black Puanthers? Should we get,. for arguments

sake, black businesgmen? Should we get Mexioan-Americans? What should

it be? It seemed to me, whatever commnity group we got,we would be

gound to get a winority view of the position. So the utility of it

would :depend on whether we had been “ucky enough to hit on where the

pover source loy. - . L ‘

4 My I ask this question. There is one commmnity group within

this eystem which is vieible, reliable and constant, and all of it is :

there--and that's the students. Are you going to them?

24 Not at the moment, no. But there is another point I should

make. Agewming ve get out of our consortia, a definite direction (and:

w wiltl), when ve start to develop our curricula, our teaching aids,

our text books, our experience prescriptions, and so on, at that point

ve mist have as representative a sample of student judgements, )

attitudes~~student reality, if you like--a8 we can posaibly get. So

as far as commmity involvement is concerned, we can see a ruch better
QO  justiffcation for bringing it into Pluee II. It then becomes fully
C inaprporated isto the program. - . SR o - ‘
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* I can see the validity o>f your point.

* I don't becquec it runa counter to what I think we've learned
in eocial work education. Now, what you are saying te, at a giver
poini you will involve etudrmta parents ete.?

A% Yes. .

4 But you will then be toking to them a position, a direetion.

44 We'll be taking to thoem a problem. For exanmle, we might ge
gaying we want to develep in our program an wderetanding of language
that allows our teachers to have eome idra of eultural relativity

and to appresiate the part that larguage playe in the disadvantaged
cormunity. Then we eay to the community, how can we get this? Let

us visit with you about your language as it 18 used. Then admittedly
we take the position that we want to talk about language but we are
atso saying that it is your language, and how it feels to you, that we
went to talk about. '

# They are juast identifying the problem.

* You know, 1f you want to have a produet accepted then I would
say it would be politically important that *he peoplzs who are going to
have to acoept it are involved now--but you do have a problem decicing
who the consumers are.

* It's a temporary, shifting population.

4 If your quostion is, have I predefined within the role of the -
educational institutiom, certain functiome that we eay we have a right to
define because of our professional knowledge then the answer 8 yas.
Now pledse argue with me. I'm gemunaly concerned about this and I
recogniae that I am takmg what ie, in my respeots, an w'lpopular
pogition, Co -

* Can I say eomsthing? I think everybody ie right!l Secondly, I
think one ‘of tha problems you are going through 18 cgain the matter of
profeseionalism and expectize and here I think that thore may be soms
vatidity, I'm not sure. I don't hold muh of a candle to the
professionalism thirg bit ome of the good things about professionaliem
18 taat theoretically a professional peréon, anyone of ue, ie supposed-
to be .‘able to sea beyond our pereomal experiense. I think that that is
o % of the things that'‘would Justify the seléotion of professionals.

[Kct‘a more productive for him to8kave us aZl talk, Now, although we all
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uze ancaedotes, thz wholz tenor of the thing is not only anecdotal. wWhat
we know isn't from our 'experience' alons but from a collection of
experiences, theories, ideas, and education--the whole thing. UNow, if
you want to get something defined, I can widerstand g8imly saying that.
The thing I have found in working with commmity people, custorers or
recipients of services, 18 that you need them absolutely to know what's
going to hapnen in the programs so that they really feel it will happen.
What happens {e that you get, because of the nature of the thing, the
immediate response of the immediate person and that’s vhy we have such
trouble finding the representative. They are everybody, because they
earry thut perscnal thing that's been washed out of us. I don't know
if I satd..... ,

4 It's the student rrobably who would give the most because he's
there with them. He's the eaptive within the system--cid on a stable

tong term baste.

** | If you can sample widely enough and.....

* That's my point, within a school.

A4 If you are encouraging me to turn it into a research design--
0.X. I've got delugione that my bag ie research--and this certainly
i8n't regearch. ) ‘ ) o

* You're vasting your time--it's all right, I'm joking.

A There's one piece of informx:tion I would like to cice as évidenee_

but I vealize that I'm cheating whan I do it. In our congortium m_',th
inner city teachers we found that that systematicity was lacking. We
ocongtantly had the same point reiterated. Issues tended to te the ores
most ealient, and they tended to reflect popular opinion that everyone
knew about wiywoy. Of course, thay demonstrated a great deal of _ ;
conviction and concern but I'm afraid, no great ability in analyaing
their role in the system, withir the organization. They were without f
rmy marked @sareness of tha comple.mty of the whoig speouzl contert.
o thie oxtent it did not seem to be very rewm'dwg.

* . I oonfess to you I'm not convinsed.
# 0K '
* The City Planwming Commiseion in New York had thic big meeting

and they brouskt together over a long period of time "all ths experts”
EKC#zere thay unvetled the plcm I wasg spaakmg and 1 had just finished

;
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delivering pearls of wisdom that T thought ware going to go dowm to
poetemty about welfare aspeots of oity planing, when suddenly voices
from all over the room satd; "DAMN THE MASTERS' PLAN". Then they
oame and took over the meetmg Now I iistened to these gentlemen,
(they were very polite, they weren't going to attack me personally).
They pointed out that I just didn't repregent the commmity and that
nobody had asked them in on that whole process. Now would you say
they 're not the commmity? I'm not going to say thers is a commmity,
but I am going to say thut there are recommendcliome in that plan that
effeat the lives of paople in scctions of the eity whose voice was
never asked for. Theu probably wouin't say about welfare what I would
say about it, but there wis no mput and that plan will never get off
the ground.
44 Let me make a proint. Aseume that you had asked for public -
opinion. Then asswse the plan wae produced and along comes another
public that says, my voice waen't heard. All you can do then is produce
a logical argwnent that says, you haJ your chanoe, mate, but you didn't
take it. ;
y There's a basic point here. I believa that one of the thinga
that really is a tremendous problem is wnrccogniaed in the city today.
It ie this very business that no matter which commnity, which group
of peOpZe you mvolve, there's ‘another group. that saye, we were not--
as a oonsequence I thznk a good deal of city Jetion, of aonstruotion,
for example, has come to a halt, S
* It {g not an unsurmountabla problem though--if ve diffeventiate - -
the kinds of questions we ask the different populations to ba experts
about. You don't aek a man vho has nevar tasted cornflakes in hie life,
what he thmge about ‘cornflakes. He'll glve an opinion--no quastion--
but zt w'll be worthless. " S0 when ‘you try to get eoms idea of what
peapZa ‘thivk on ﬁmdanental matters, you want to point the question
that you have some reason to balieve they have some experisnes with,
* Lf you are going to throw out any old question in a fres for all
style that'e not too bright.
A bven in teacher training thsre are diuerae groups that would
Zf.ke to be heani, and I do think that part of our problm ie that no
[KC tter whioh grup you hear from, there will be another group that
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will disagree. . : ,
* You know, 1f Ray were to eay to the soctal work profession, "I

heard thie from social workers) they would discwm us. "They repregent
scetal work--vho eays?” | |

A4 Howerer, u profeesional will recognize the viability of different
postt ons., They might protest that theire ts not in there. But let me
make one point., Thig just occurred to me as a kind of post hoe
rationalization. Tc¢ some extent ve do have the commnity reprasented
indireotly, in that you have contact with the community; and education
regearch has gone into the commmity; ond eduaational opinion hae been
sought in the commnity--our literature search dooumsnts it. To this
extent, the commmity viewpoint, whether it has been articulated in
precieely the same form or not, is in there. Now I presume, and this

18 a delusion of grandeur perhape, that when our program is completed,
it ean bae logieally defended and comvincingly argued in such a way that.
whoever raises a legitimate objection can in faot be answered. If he
can't, than we've got an inferior program. So I don't think thnt you
ean just say the community wasn't thers,

* . I will be very taterested at the end when you finish all thie and
really have something to eay to whatever community, about teacher
training, whether what you just said is going to ba satiefying to them.
* - But eupposiig the Missouri people were to say to the communities;
“we tried this out, these are some of the ’ssucs to be confronted in
teachar training, what more issuece do you know? Do you think these are
iesues?” It's not as total as you thought.

2 That'e just saying add to it, add te it, and that'e right.

* ' It {8 saying, for example, we have deoided that language is part
of it, not what do you have to tell us about language? , -
4 It comes full cyole back to your problem. In our socisty I think
that it works this way--or should work. this way: technieians, experte,
rake thetr beal judgements and presert them, Then tha channels have to
be cpened, in a political process wherg deotsions are actually made on
all these plans--as in the New York discuseiome. Accessability to the
politioal arena to discuse that report is open and has a evolving
mechanigm-~it s rolling nartioipation and that what you said ie right.
Thie has been done in whole commmity puartioipation. And I think.
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that at tta level of the initial input the quote "expert” has gyot to

be redefined, -a new groupe has to be considared as expert. I don't

know how to toll you #o get it in there, unl I agree that if you get

one group in then another group will eay, we are experts too, but you
are in a mieh etronger position having had a group in that were not
gooiologists, social workers, ete. but who are for example, only

parents of ehildren. '

44 0.X, It seems to me that the way teacher trmmng 18 instituted
at Missourt, the university is protected at the moment: In faot, the
teqoher training program ie there and teackers are beiﬁg produced. To
the extent that we reorganise a proérwn bhen 1s almost a a’mestic matter,
and the queation that the commmity facee 18, do we wanit tﬁaahere out

of that partiocular program or not. '-\

* I must remind my colleagues here that there is a group in our
profession that ie suying that studerts of social work camot Zegi!:i\mtely
train social workers becauae the consumere of the services do not ka"u‘e\

a role in the training. Swim's latest pamphlet says premsely that!

* Stop the world I want to get offt \
* - To make a conplete parallel this ig where the intervention will
have to come into decisions about training teashevs.

* I would like very much to vtoh this.

% . The point I want to rake 18 that I den't think you shouid ignore
a political reality, This ie a growig trend.

44 . T think the logical tssue becomes, in your judgement is the aotion
being taken in getting 'involvement' going vo give a subatantive pay-off
or a goodsill pay-off. I think that'’s the name of the game.

% . You nomed Lt exaotly earlier. That's why earlier I agreed with
you when you gaid that in the political round it i8 important to do it.
But is tt emaotly what you need to get your contari started?

4 . I have-a question about acocsssability to becoming a teacher. Are:
you dealivy with tha finanoial conditions, eligibiiity of' enyironments,
ary you atudying that in your teacher progwm

A% s NO. o . ) -
4 That'e somethtng that the quote "oommtty" i8 very much w*erested
1:". Lo » . ST e, . . L

‘ © 0.K,
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4 Do you nongider urban-rural?

Ax No, we arbitrarily cut off at wurban. However, I think that we
will find coming out of each of the investigations what wou might call
basic educaticnal principles. In particular they will include, it
seems to mé, {you made the point earlier), that the privileged and the
underprivileged sorely necd speetal treatment in comprehending of the
nature to this very complicated society of ours.

* I would just like to get this on the tape. When I first received
the letter-from the University of Migseouri, 1 wae a real sceptic--here
goce some more of that fancy, orazy stuff with people locked up in a
room. Now, having gone through the experience, I juet wish very much
that we could devise in our field, in social work education, some of
the eame kind of input. I don’t know if you huve got anything, but I
got a tremendous lot from the exchange.....

d I said, as much ae ten years ago when we were starting off
commnity organization, let's hele v in a room with some other people.
I only had one effect--on the curriculum advieory committee in New York.
I started off that project in that vay. For the advieory committee

we got out of the goeial work bag. That was a struggle. We should do
more of this.

4 Yes. I really want to know wiat you do and what happers. I
hope you got some useful input from the eocial work view.

A4 Well, there will be a document produced on this, and you'll get
a oopy=--for your sins! Ve don't yet know whether we will be funded into
the second phase. However, even if we do get stopped we will have
dooumentation on how the problem ig eeen from a mumber of perspectives
at thie point in time. We will have ecme insights from experte that
are obviously relevant Lo education. I will apologize in advanee for
the injustice I'll do you all in that doc.ment but I'll be trying
desperately hard not to. As an ewrmeat of my good intentions, I would
lika to get my sincere appreoiation of your disoussion hera, onto the
record. My thanks to you all.

4 A & 4 4
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SECTION II

(o

This eection contains the greater part of the material ‘wogtracted
during the 1iterature search, The items are presented alphabetically
(by author) according to the following conventinn. The bibliographical
data comés first, Next comes a brief.descriptive statement of the
nature of .the ftem. Then, under "A", are listed any data supported
points, or any'pdinte known to be data suppertable. Under "B" ate
listed aseertions made in the source material but which appear to be
data free. 'Recommendations made by authors follow, under the 'C"
hezading. Finally, where the abstractor has seen fit, some comments
are listed under "D" These mostly indicafe what other information is
contained in tae source item. E

It will be remembered that the abstractors were graduate social
workera and their scciel work orientation, as we intended, will nave
influenced their judgemente. However, an educational requirement
placed’ ou them sétved to focus their attention also. We required the
searchers .to. base their selecticn on whether or not they, as soclal
workera, felt the information before them could be thought to be
germane,)even renotely éermane. to the teacher of urban disadvantaged

. children. - In go far a3 rhey thought that there was information here
that the teacher, or the trainer of teachera, of disadvantaged children

ought to kngw or aporeciate, they. were to include 1it.

wt
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Bahal, Y., W. Madaus, and Alvin Winder. "A motivational approach to
compensatory education," Social Work, 1968, 13(2), pp. 16-24.

Description of couaseling aspects of "Upward Bound" a resicential
progranm for under~echieving 9th and 10th graders from lew SES
levels. " Ll

C. : Purpose of -counseling was a realistic increase in students
level of aspiration and motivation toward educational goals.
Three problen areas vere managed:

71, The students’ négative attitude toward authority and hisg - -
: consequen% allenation. Alienation consisted of both

student’s feeling of estrangement from school's educational
goel and his estrangement from seeing the fulfillment of &
promisc of a tengible career involving, educational
commitmant.

2. Studeut's low capacity-fér verbalization and self-expression.

3. Student's lack.of role models for educational goals.

These characteristics were counteracted by three major forms of

organizetion tuilt iri¢ the program: -

1. Strong student government opened way for mutual trust and
- . cooperation bgtween students and administration..
2, A committe for evaluation of students for whom dismissal
“ had been Bugfacted. This body in practice did primarily
. counseling, evaluating gtudents on various criteria, and
4cvolving chen in the evaluation.

3. Group counseling with & wojor goal of creating an atmosphere
in which.meumbers.would -feel free to express conflicting
attitudes toward the selection ¢ T rejection of an educational

" future} feelingg'of alicnation and conflicts over authority.

The program provided an atmosphere of freedom and care from 1nterested
adults. Students were not. asked to passively accept socliety's
educational goals but to explore both these goals and the possibility
of making their own choices activaly. @ - -

Bornstein, Saul, Alternatives to Violence: Alienated Youth and Riots,
Race and Poverty, New York: Association Pres-, 1967.

Descrintive study. 1Its concluesions and inferences regarding alienated
youth of minority groups are hased on 289 interviews of youth workers
in nine cities. -

A.l. characteristics of aliensted youth (from secondary sources}:

. inadequate family bcockaround

. dropouts

. i frequent police trouble

. irregularly cmployed

. much drinking ani drug use {

. produce fllegitimate children |

. speud most of waking hours on the streats :
h. have deep cynicism about the system and future, ’

B.1. Belief in social action and participation in civil rights

movement by these youth is limited as they felt that quick |

!

[~ ]

0 MO A0

results are an emotional need for them and civil rights goals
are too remota.
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2, These ghetto youtn have little faith in change via social
action.

3. Nonviolence theme 1s not acceptable to them as they appear to

¢ feel need to retaliate on ar eye for au eye basis,

-4, The imwpact of civil rights movement on them has heightened
thelr sensitivity to racial slums, produced greater suspicion

. and a changed secnse of identity (more self respect).

5. The impact of anti-poverty progrems on them has been slight
and they are seen as believ1ng ic has mcstly failed to dent
noverty., .

6. The youth see the Jau COlpS as producing nc ajgnificant results
with the Heighbourhcod Youth Corps doing better but not
involving enough youth,

. 7. Feelings of these youth conuerning race and nationality are
© judged to be:
a. they have great pride in their race,
b. there is inconclusive cevidence as to whether anti-white
fceling among them is increasing.
G.1l. We nced a multi-faceted approach to poverty--including increased
"incomz, better education, greater opportunities, improved
L living conditions, and more services to tha poor.

2. We must create more and better jobs not merely offer trairing
for present jobs. :

2, We need a guaranteed annual income instead of demeaning
stigratizing pubiic welfare systenms.

4. Education should put emphasis on preventin-~ the forwation of

. an attitude of hopelessness in cither teacners or ghetto
children, oo
a. Need smaller classes, - . : :
b. Need teachers dedicated to the slium child,

"~ c..Meed flexible aud imaginative ndministratiwn,

+ d. Need more-school social workers,

2. More extensive hiring of neighborhood youth and adults meet
SIS tre needs of alienated cuildren.
"+ 5. We need pudblic works prograus with on the job training by
private business.

6. Increasid hiring of ghetto youth. <

7. Hiring of gnetto youth for community service jobs 1n health,

~.50cia1 welfere, education, zecreatiou, cte, :

Bernstein, Sanl. Youth on the streets. New York: Association Press,

"This book is about youth gioups at the social and econoisic bottom

of our society, disturbingly alienated from the middle~class
commnity., Most of them have come from minority backgroupds, such
‘as Negro, Mexican-American, Pucrto ‘Rican and others. What are they
doing, .feeling, and thinking? What are the patterns of their
.grouping and with what bearing cn delinquency? How do a life and
the future look‘to them? These are najor qu°stions to which the boo»

18 addressed.” ' |, e . Do
B 1. Jublower and minoriry clags youngsters have no access to or
Q - they 'cannot affectively utilize educational, finane#al. and

ERIC _
g2 <. ' )
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- 8oeial opportunities to achieve personal satisfaction and
status.

3. Hom2 and neighborhood -influerc~n often are in conflict
with thos2 of institutions which represent the general
.- community (e.g. school, police) resulting In a youngster's

: poreeption tLut upward roads are blocked,

t. In some cities not only are there no legitimate opportunities
: for upward mchility, but there are increasingly few
illegitinmate ones, e.g. via the rackets.

2. In many lower-class neighbortocds there is a relatively stable
sub-culture in yhich forme of criminal and delinquent values
are accepted as the norm. -

a. Models for children growing up in these neighborhoods, the
- standard bearers, behave according to this normative standard
and pressures for the children to conform to the models are.
great, . ‘ o o
.. b. The 1llegal-oriented sub-culture fe never pure; hence, the
children within the neighborhood are exposed to gome
individuals who have law-abiding standards; also, the larger
community (e.g. schools) influences the children - the
influence nay be negative for the most part, but it is felt.

- 3. Negative attributes often pinned to Negroes are often more the

reuult of joverty than of color. .

4. A relatively niew: phenomenea occurs in the US: poverty surr¢unded
. by highly visible affluence and the general nearness of the poor
. to the productp:of prosperity.: . . - )

a. This phencrena 1z responsible for the tension which develops
between the espirations created in poor youngsters and their
impoveristed resources fer legitimately obtaining expensive
things., ¢~ + . . S .

b. However negatively the pcor child might perceive .the middle-
class persou, and the middle~class ideas, the rewards of

..+ the.middle~class are attractive to him. -
5. "Postile, sutlower-class yo: ngsters de not resohond favorably to
. -pretty speaches. They ere reached by concrete evidence in the
rainstrean of their experience." . .
6. Youngsters in the gublower~classes have more difficulties.
*- moving into adulthood: - ‘ S o A
a. Independenge from: parents comes earlier for this child than
a middle-class child but other dimensions of adulthood are
« - :¢onfusing, T L : o Lo et
b. Marriage end a vegular job are central goals, yet the.route
.to these has become increasingly educational; many of . these
dcliool drop outs and the route 1y

" youngsters are high
“" therefore blocked for thenm.

f“¢; . After maby, repeated failures in scﬁodl,'thé ybgngstﬁi acquires

' negative feelings' for’ school ‘and his experience there and he is

apt to regzrd retursing for still énother try &s hopeless.

i“‘7f In keference to the tore host11é, sublower-class youth groups:

a: They have genirally bxpéricnced repeated rejection by various
representatives of the genaral commup!ty, o T
. b. Memhers have damaged sense of self worth, .. et
‘.~ ¢o They feal thst most of tha ‘respectable” world is against

then.
93"
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. 4, They -have models and precedents tor their bellig=arence.
.. ei-They cennot emotionally tolerate the risk of profit and loss
in conforming.
f. Fear of rejection is. grert,
g+ Security is found in group aggression. o
h. Many:youths in these pgroups are highly undisciplined and
_are dble to exert. relatively little control over thelr
impulses.
.. 1. They "erave"
- ‘anticipate the consequences of their behavior.
8. These youngsters do not see education as desirable in itself;
they can see education's utilitarian value, e.g. getting a job;
.. "however; -why go through the effort".
9. Lower-clase youth and their families are often strongly affected
. by population rovement.
a. Many people have.come from rural areas in which they did not
-learn -or prepare to deel with the confusion and complexity
. of a modern ghetto.
. b. Often education in rural areds was inadequate.
c. Latin-Americans have .ar..add{tional linguistic problem.

excitement and are weak in the abiiity to

.10, Lower-class female has "an arducus and even b]esk existence.

.. . She tends to feel very much exploited," . - :

11. What often seems to middle-cla.s wyes to be bizzare dress may

. mean to.the youths. an-identity outlet in that bizzare dress is

. clearly visiblc and rebellious against the standards of dress

of the larger community,

12. Apong these more hostlle youths, beinp smart outwitting others,
pulling clever wisncr&cks at someone's expense sre highly
prized attributes. .

+ 13. Peychologically, these youngsters grasp snd can be i1fluenced

oy

- by the.very specific and concrete,.:
a. At least in initial work with these youngsters. abstract
idens e.g. honesty, industiy, ete., are not meaningful,
. .b. - Thelr 1ife experiences have .tauzht them'to'be distrustfui
.. .and only:tangible evidences are acceptablée 710
_c. If one suggeste & change -in anti-social béhavior, specific
5+ .alternatives mat:be made availatle, - :
lﬁ,hA characteristic of -these youths’ behaviot patretns is to
. ;project the bliawme- for any difficulties they might experience
onto others. - "
- 19 Low selfacsteenm is charscterietic of rhese "youths, also:
16, "On the centuries - old free will.~ determiniem issie, many of
.. -1 thege -youngsters have, perhaps withcit bding' conscidus of it,
taken the position that the areas in which choice 'tan be
. exerciged, in which .frae and intelligen: decisfons can be made
and followed, are very small.. They:ere, for the most part,
controlled -and driven by. eixrcumstances, conditiond, values and
feelings, without sufficient spportunitics for intelligently
-thinking about- chqices and values, which is the essence of ‘
human dighfty.! = . - .0 R A
17. Tha sachool. is rscognized by many of thess youthe as the way out,
. but the school instrinsically lacks appeal for them;:it 1ig the
scene. of feiltre and trustration, these youths contribute heavily

941
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.to..the, drop-out class, Lut many schools have found this partic-

.. ular kind of youngstey so difficult, thest in some instances

13,

19.

these youths are school "pushouts". e

in order for these youtts to.“give-up" self and society
destructive behavior, thuy must be motivated to give up what
they conazider important for wasting their time in school.

.8. This means & transformation-in vslues and behavior; this

transformation requires patience, faith, and skill.

'b. This also means developing a gchool program which makes

sense to thcse kids and interpreting the personalities and

. problems c€ thege kids to school adminigtrators.

¢, .This may also mesn providing for these kids a decent place
to study in, since their hcme environment may be lacking in
this.

Helping (helpful) relationships with tha type of ycungster here

. , considered have a fairly typica’ cycle.

a. The relationship or relating cycle usually begins with youtn
being suspiciovs and with their engaging in much testing of
adult figure. "We'll show you how bad we are, and then let's

- sea 1f you still.cara sbovt us."

b, Occasionally, there may be a pericd of a kird of honeymoon
beliavior initfiglly, with the youths fearing to show anything
ugly in themselves.

. c. Worker mugk demonstrate to. the youngstere that 1t i3 ot

20‘

28,
.preventing. incidents which -are damaging, help them tolerate

24,

125,

. neceasary for them to continue iheir performance ‘or this
bzhavior.
d. Worker coummunicates the delicate distinction between
...~ disapproving certain kinis of behavior nd liking and
accepting youth as people; they can grasp this.
Theue children are typically in need of the type of reiationship
vhich would have evolved with & gwod pavent, includiog abiding

- interest, regularity in living tuutines, sharing troubles and
. surpor{-during stress..
21..

Many. of this type of youth are confused in the area of sex
identificetion end a neaningful experience with adequate, stroug
adult contributes to youth's eense of who and what he {s.

Goals relatiug to authority vith this type of youth fncludes

reasonahle contrel, and- to help.then internalize authoritv 80

that they can deveiop their own controle.

e. The healthier of these youths havo impulees to mature which
are regponsive to appeal. "

‘b ‘Crises can be gtilized. emphasie on- painful consequencee of

lack of .control. :
c. 'Rewards -for restraint . are availaole,‘ aociel approvAI and
. consequence for auch tontrot. :
“B1g" talk and-cough. talk frequently 18 an attempt ‘to hide deep

lack in self-confidence and. poor self-image. -

Family troubles often give: the youth feeling that parents don't
respect him and aleo that his family is “'shoddy".
Poor- cccupational models in family and neighborhood, low - *

.tolerance for quthority, and perceived low expectations of them

by,othprs. youths acquire unrealistic perceptions, poor work
habite, low impulsc coatrol and inantuness in finding ard keeping

jobs. K 95
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Billingsléy, Andvew snd Amy Tate Billingsley, "Negro family life in
Anericu, SO"ial Service Ruview, 1965, 23,310-319.

B.1. Northern discrinination against Negro is not so-much overt
efforts to discriminate an deprive Negro of opportunities

.. (as 1t is 1in.the South) but rather ar inability to grasp need
for specilal community efforts to overcome pervasive poverty,

..social isclation and psycholrglcal alienation in Negro ghettos.

2, The relative absence of significant role models occupying
major positions in the crucisl ianstitutions of soclalization
and social control presents obstacles of Negro families who
would like to have their child "be somebody".

3. The Negro child cannot see himself in authority figures and
positions of power and influence; the child's efforus. to deal
with autonomy crises are scverely restricted.

4. One of most ¢rippling handicaps in Negro Americans' experience

. is a deep-seated sense of inferiority; this feeling derives
from being simultaneously sepatate from add yet dependant upon
the structure of society.

5. Tach Negro child must develop. persona; means of coping with

. tha problem of being Negro in a white soclety; among such
coping mechanisms employed are protest, accomodation, and
denial,

Current Negro revolt is a statement of self-worth which rejects
the g»neral statement of Negro inferiority.

A

Burchinal, Lee C. and Siff, Hilda. Rural povertf In Louis A, Ferman,
Joyce L. Kornbluh, and Alan Haber {eds.), Poverty in Am2rica. 4nn
-, Arbor:  The University of Michigan Presa, 1965.

A descr'ption of rural poverty.

B.1. Some vural aress are sceues of 1nterqenerational oov0rty,
. poor schools, and lack uf community opportunity.
2. Educational laevels of rura? residents rtill lag a lot behind
those of urban residents,
3. Schinol dronout rates are not significantly d'ffetatt between
urban and rural populations, but far fewer rural )ouths
continue their edycation beyond high school

Chgthick, Morton, et al, A quest for 1dent1ty. treatment of disturbed
Negro chiidren in a predominately vhite treatwent centor,” American
Journal of Orthopsychiatry, 1967, 3?, 71

A descrip;lve Article.'

8.1, Prejndice affects eve:y N.“to Ameriean 8 sense of identity,
it results in internalized feelings of inferiori.y, self-
hat:ed. and lack of self-esteem. . ..
2. Prevalent stercotyres laid dcwn by uhite dominated spciecy
... give impetus to the przcjudice and hence to the effects of it.
.. 3. In clipical treataent of legro children, several. clear,
doninant and repeated wuys of reacting to the. se}f-picture
created by prejudice, ete. emerge:
Q .~a., . There 18 a period.of reecting dominated by hyper-race
EE l(:‘ ' consciousness in which the cliild shows special sensitivity,

s ' .
..
o
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N . ag 1f.child waits for and anticipates constant blame for
o being Negro. -
b. For the Negro ch’ld, the ostracism of the wider, white-
*. v dominated community lends support for him te hlame his
- “‘problems upon his color.
~+ ey There 18 also-a period of reaction dominated by "color-
1 blinddess" in which the child atieompto to deny any diffcrence
- in himself and trics .to be like all of tha other childien
. -+1a tteatment.
-ds- There is -also a neriod of "loyalty conflict" for the child.

Chilmnn Catherine, ‘Growing Up Poor, Hashington, D,C.: Welfare
‘Adminiatration, U S Department of Health Education and Welfare,
1962,

4 review and analysis of rae: arch on child-rearing and family life
pattexns of the very poor compared to optimal child development
aud family stdbility patt.rns (generally middle-class).

A.}l. Evidence strongly suggests that the very wvoor, more than other
groups,’ tend to employ child-rearing and family life patterns
- that are maladaptive to ~ur soclety in these aress: 'mental
- hesltn, educational achiévement, social acceptability, "moral"
behavior and fanily stability.
2. Child-rearing patterns c‘aractetistic‘of vary poor families:
a. nisbehavior “régardéd in terms 'of concrete cutcomes, reasons
for it not considered, blame projected on others.
b. léck of goal comnitment and bilief 'in long-range success'
. : main object is to keep out of tvouble.
c. gsense of imvotence in hasdling =hild's behavior and in otue:
areas,
d. discipliae harsh, inconsiatent. physical with limited
- 7 verbal communication control largely physical. ‘
e. authdritaiian resiing pethods with mother chief ¢hild~care
: agent ‘and ‘father (who {i. often aut of the home) largely a
punirfve figure. '
: " 'f..1low pdrentdl self-esteem and eénsé of defeat.”
di--large’ families. moré impulaive, narcigsistié parent
behavior; orientéetion to "excitement and abrupt early
yielding of independence." L.
“ruts ', repressive punitive attitude abou. sex, and sax viewed as
1.7~ . as’'exploitation relatiorship.
1. alternating eacouragement and vestriction of aggresaion
primarily related to consequences of aggression for parents.
4. dlatrust of new experiences, conastricted life, rigidicy.
k. high rdtes of ‘marital conflict'and famly breakdowm.
14 acadenic achievement not highly' valued and fcar and distrust
cf the echool eystem prevalent. = -
.1. It {w the poor who Appeéar to dmploy maladaptive patterns,
- Yecause middle-class standatds art applied to the very peer.
.Suah a tias tends to coridefii tliem to this’ position, yet for
T'giccoes in our middle-class approuches eecm to be more
functional, ‘
Zx Thd vory poor fail to receivn their shure of benefita from
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the socio-economic system, mostly because of the system itself

. which has a complexity of 1imits to frec participation in ft.
. The subculrural adaptation to poverty seems to interact with
. the poverty -situation to perpetuate lower-lower class status.
. Emotional deprassion may-be the vrevalent life-style of many
“: lower-lower' class merbers- atd that it has its origins in
.. overwhelming anxiety associated with'the almost constant

powerful frustrations and threats vwhich surround the slun
duwcller from infancy to old age. '

. Depressive rcactions, confusion over identity and use of

various mechanisms for self-expressivé éscape more prevalent
and more pervasive in men of lower-lower class s!nce pressures
for obtaining unobtainable occupational success are greacer

- than on the femsales.
. The situation of poverty shapes child rearing patterns that
" pre adaptive to the poverty environmént; parental patterns in

line with middle-class view of good adjustuent might result
in. poor adjustment to poverty envirnnment.

‘HypotheBized that the more dramatic, expressive, Llmpulsive
. personalistic 1life style often found among very poor may be a

defense mechanisn for coping with overwhelming anxiety related

.-to pervasive hopeless depression. form of severe frustrations

and rejections. More acceptable and healthier defenses
{sublimation, rationalization, etc.) are not readily available.

"It seems neceesary to utilize twin proprams: to

"+ a. help a large group of the very. poor re—adapt-its life

styles to more effnctive patterns, and:
b. to concurrently implement massive changes in'the poverty
situation itself.

W2 need not only enrich educational experience for very young

children in low income families but also we need zo experiment
further with eurichment experience for older groups including
adults.

i"Specific intervention stratepies that might be tried include
* expanding services in the "slum school" such a3 offertng

school breadfasts, bathing, laundry and clothing 8érvices as
well ‘as aftes achoul cecreational atid ‘study ntograms te

“. complement what thé parents can offéf.

Possibly small health, education and welfare units ‘should be

‘get up 1in such schools as referrals not alwaya oossible or
_Pcarried through

\ < . o s

Cohen. Jerome, "Social work and the culcure of poverty," Soclal Work,
196#. 9. 3~11 o . .

Descriptive Article.

B.1.

2.
3.

s cpe L
Lower class is defined as that portion of the pOpulation which
‘suffers ‘Bevere poverty as a result of unitable employment and
the lowest paid service and unskilled work., -~ -
‘Poverty produces’ aome rcadily identifiab!e patternu of
- behavloz: -+ -7 & o :
Lower class 1ndiv1duals experience high drop out rates from
school; not only because they must heln economically but also
becauge the school system is organized around the learning
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¢ +ii . 8tyle of the more advantaged child. -
. 4 The disadvantaged have a relatlve inability to defer gratifica-~
+ .tion in many areas of .their.socisl functioning. g
. 5. The lower- claes 4ndivicdual hae lictle opportuntty for mastery
. and mastery's anxiety-reduciiz function
a,. There arc leviant exceptions to the absence of maatery, e.g.
.. belog a good delinquent offers a type of magtery and serveg
_to prevent coapletely damages sense of self-worth for low-
incowe youth.
b.. a sense of shame often accompanies limited sense of mastery
and this shame often ieads to hostilc-aggressiveness of
. .destruction of abilicies to trust others.
.16, The mere fact of living in poverty leads to gquestions about
self-adequacy and alsot to a questioning of societal values.
- 7. The "brave front" often scen among this class is protection
- against a cora of depression which 18 a natural congsequeace of
. - 1iving iu poverty conditions. .
8. Betrayed confidence was built on false aseumptions.
9. Unfulfilled expectations of -love and happiness further lead to

-gelf-debasement; the greater the sense of expectaticn, the

) greater .the auxiety is likely to be.

- 30, Withdrewal and suspicicn are.common characteristic behaviors
in this class; invastinp (taking a chance) eimply hurts too
much,. ...

11, It 18 extremaly importent that when offeting opportunitiea
. for achievement, these cpportunities must be offered with
carefully planned. assistance so as tc maximizc likelihood of
success. .. ... .- . - . -

Cohen, Wilbur J,, A ten-point program to aboliah povetty,“ Social
. Security. Bulletin, 1968, 31, 3—13. .

" Peseriastive Article,

€+3. Quality preachcol opportunities are essential sor disadvantag 4
.. - £hildren if.they are ever to have the. hope of, succeeding in
. ().rrgular clagsroon stndiee.. :
A.l.;Lﬂas th:~ one-third of Ameri“a ) 12 5 million child'en between
the ages of 3-5 are entolled in nursery schoola or kinder-
. gATtens. .
. 2. Thae. proportion of low 1ncome familiee enrolled ia even less
than the average.
3. Horo than 1 million students & year fall to complete HS.
_;B.l. Ualess low-income children hayve .the opportunity to learn and -
" develop skills they will not only be poor children, but will
face the high noseibility of being poor adults and bearere
end rearers of poor childrean.
1. Gl Frovide quality preschool opportunitizs for dipadvantaged
- ¢ _ children; more early loarning axporiencea mst. be provided
for them. . ... . -
2. 'There must be inprovod job opportunitiea for pcor youth as
wall as programs that will increase their earning capicity.
R A [ R A S
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B Hackler, and M, Wﬂrshouer (ed.) The Urban R's. New -
Ftederick A Preeger, 1967.

Research.

B.1. The mental scyle’ of the disadvantaged according to Frank

Ri

’ a *
b.’

c.
d,
e,
b
g.

“h.

i.
]

k.

e

On
cu
a,

b,

C.

d.
e.
f.

essman is sunmarized as follows:

oriented td the physical and visial rather than the aural
content~centerad rather than form-centered

externally oriented rather than introspective
problem-centered rather than abstract-centered

inductive rather than deductive '

spatial rather than temporal

slow; careful, patient; persevering (ia areas of importance),
rathar than quick ‘clear, facfle
prefers pemes ‘and action rather than tests

has an expressive rather than instrumental orientation
follows patfern of one-track thiaking and unorthodox
learning rather than "other-directed" flexibili:y

uges words in relation to action rather than being word—
bound (inventive word power and "hip" language).

the basis of these, Reissman augqes:s the following -for
rriculum innovation:

adant the Montessori methods, which have a strong sensory-
mctor orientation.

segregate sexes in early grades, aince boys are more
antagonlstic and their work is poorer.
teacher-spongores: ~ each child sees a: other teacher for
half an hour per week--to talk as a friend.
role-playing as central method of instruction. .
competition e.g. spelling bees, cocntests, etc.

special sunmér session program esoecially for those most
in need. .

reading ‘materials using "hip" language as a transitional

- technique for motivation end stimulation. -

paper textbooks %o own and to mark up. .

“axperiment with the new British nhonic augmented Romanv

alphabet.

films appropriate for low income groupa and. for preparing
teachers. . -

_train. guidenco uorkera dnd teach¢rs in special methods oi
“learning analysis". - :

Doverman, Kax.' 'Today q leggl revolution. the feformakion of,sooial
welfare,” Social Service Review, 1966, 40, 152 168.<

Descriptive Atticle. !

B,

'.

Q :

O

ERIC "
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fe conditions of novetty and racial conteinment (non-self-
ged):, generate inferiority, hopelessness, frustration, rage
ienation wnich 1in turn generate anti-gocisal behavior, low
atipnal attainment, apathy, hedr 'm, broken narriages,
d .neglect, unwerd narenthood. _ A

o g T, - v
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Funnye, C, and R, Shiffman. "The imperative of daghettoization: an
answer to Piven and Cloward " Social Work, 1967, 1.2(2), pp. 5-11,

Theoretical.

A. .'Sepaxate but equal' schoo.s tr,sis is fallacioua and an.
" "impossible achievement.
, B.l. The overriding consideration demanding repudiation of Piven
’ and Cloward 1s the real and dangerous psychological damage
created. by ghetto existence.
2. Ghetto.residents recognize the 1mp11cftion of undesirability
and inferiority convayed by forced separatioen. )
3. "Recent studies™ have shown that the quantitative dollar
.. ... .4difference between.ghetto and non-ghetto schools:is 1nsign1-
' ficant: the difference mainly lies in the ghetto child's lack
of self-confidence, which prevents him from Einding value in
.education.‘n
C.1. K pid and delibelate degbettoivation, integration in schools
and heusing. :

beisman, L.L. and La Sortp, Michaal A., Underntanding the Multi;groblem
Pamily: a Cgnceptual Analysis and Exgloration in BarlzﬁIdentiflcation.
New York: Association Press, 1964.

Research study in-a New Haven Conn., housing project of 75 lower
clase familizs, comparing stable and disorganized fanilies to pin-
point basic characteristics of tke multi-problem family

The ' multi-problem famiiy" operational definition is a family with
disorganized social functioning with regard to.

1, relationahipa ingide th: family,

2, relationshipe .outside che family and . v

3. task performance in areas of health, economic and household

" maintenance.

Griteria for evaluation are:! levels of family - functioning rated on
a stabillty-diaorganizntion continvum from adequate {behavior in
line with community. expectations), rarpinal (not sufficiently
harpful to justify interveniion) to inadequate (the cocnmnity has
the right to interven). .

A.1, The families: shov most ‘disorganization and greatest 1nstability
in the area of interpersonsl relationsghips, enpecially among
fanily members, with greater ddequacy 1u thn physica; maint-
enance of the family group. :

2 There 18 a general lack of family coheaivtness in the prohlem .
. Famtly,” both between the parents and chil&ren and theré is &
lessor degree of family solidarity.’ Lo
3. The adequate family is better able to deal. with a strass.
situatfon in terms of action or attitudes of family
o tohesiveness, o ¢ TN
ot &, Yho' prodlenm family members appear to_ have: established a set
.. oroF {ntekralationghips that’ furthers the disintegrating pattern

.7 - atid Yemoves any possibility of communication 4nd understanding
within the family, and leads to inability to perform familial
jobs adequately,

Q 5. The problem family gproup has a smaller total income and is more
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likely:to be :supported by public: funds, such as ADC and relief.
" 6. The largest differences hetween the twe groups are in the area
¢ .. of intra~-familfal functioning and the individual behavior of
family members; items with-iittle discriminatory power included
- uge:of church, saurce of iicome, physical conditions of the \
home informal sssociations, job situation, and use of
.. community resources (except heaith egencies).
7. There are factors in the earlier life cycle which may
differentiate stabls from unstable families: behavior of
.. families in orientation and the early functioning of the
¢ families in procreacion, . .-
8. The multi-problem families were characterized by an earily
partnership between the man and the woman, greater agr
differencec, a shorter acquaintance before marrirge, more
-+ conflict daring the acquaintanceship period, more premarital
pregnancies, and lzes realistic eXpectations reparding married
1life,
9. Values and expectations of parents differed with wives of
the more stable families having.placed a higher childten and
" positive attitude toward preguancy. ' - o
10. Absence of realistic expectations awd planning for the future
©* more chavacteristic of disorganized families.
11. Spacing of births differed substartially with wore planning
for children done in the.s:able fanilies.
12, Problem families were found to be younger with fewer of the
.. children out of the home and independent. .
13. Multi-problem femilirs are predominantly poor families though
not 7 4t 18 not & sufficient cause for this deviant behavier,

Gochros, Jean S. '"Recognition and use of anger in negro clients,
Social Ho.&, 1968, 11(1), :pp. 28-34, - oo

- B. 1 rhere s o negro of any group who has not been- affected by
- .prejudice, and who doés not hacbor some resentment; it is
, | 'merely a question of the dugree to which hostility is twined
... into. self-hatred, acted out, deltberately disguiaed repressed,
L -_and/or furned into apathy, -
. 2. If the angér and hate whith are there are not recognized and
' dealt with, they Coom to failure the best- intentioned attemptsg
. . at help.. . . .
3. Not only white-negro relationshigs are affected If the
. negro sees the white worker as the "enemy", he may see the
" naegro authorit; figure as something worse--the collabor tor
 with the enemy. ., ;
C.}, It 1s esaential to explore racial attitudes quick}y and
.. directly as a general rule rather than as an exception.
, 2. 18 discusaions, do not demand {mmediate rationality.
P 4 "1ntgllectual" discussion is engaged in, it siust be with
' completa honesty. Wnite should not sugpest understanding
which they cannot, feel a priori. Intellectual diacussion is

5 useful
‘a, in provid{ng a iese fhroatén{ng opening 1nto an uncomfortaele
s 8TER) N
L b. in setring up ground rules. '
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“+4, Don't deny the validity of jJSt compleints against the
. institution. : Y
5, Voicing anger fsn't an- end in itself but should be combined
"+ ~with help in changing environment, not just accepting 1t.
‘6. There could be no more mecauingful demonstration of whites'
"convictions:than.té form an .alliance with clients that
endeavord to undermine elements in the 2gency or community
that prevent them from realizing their full potentiel.

Haggstom, Harren C. Ihe power of the poor. In Louis A. Fermaa, Joyce L.
Kornbluh, and Alan Yaber (eds.), Poverty in America. Ann Arhori:
The University of Michigan Press, 1965, : '

Descriptive Article.

* B.l The poor have a "keen sense of the personal" and the concrete;
interests are generally reatricted to self, howe, and
neighborhood.

2. There is a particular stress, among the poor, on the intinate,
- the sensory, the detailed.
3. Problem of survival is more basic than prohlems concerning
-moving up the social ladder. ---
4. Poor tend to valua skills required to cope with deprivation
«7. and uncertaintk more than skills needed- to make prof.ress.
5. Poor are csught in preseat and do not plan much.
+ 6. Tho poor have little scnse of the past. ,
. 7. They find {1t difficult to delay gratification or postpone
i - -gatisfaction. -
8. The poor hold ruch envy, hcetility. and egotism toward theose
who have picupered.
9.':0utsiders are seen as risky and threatening,
10. The poor attribute causality to external -forces:
. 11, In any rapldly rising industrial eociety, e.g. U.S, in former
" .. . perfod, thero typically arises same form of the 'self-help"
dochine. Commbn core of bUch a doctrine 18: ' a peraon is
. 8gen .ap gocd to the axtent to which he has assumed responsibil-
ity tor and completed hie potentialities in reaching distant .
goals; with enough effort enyone ‘4s seen at being capable to .
.attain thesc goale and no apecial ability ia aceit as pre-
requisite. -
12. In ¥iew of .this doctrine, in that anyone given enough tine can
o make 1t,’ being poor can have efther of two meanings;
.,  a. poverty wag originally ragardeu as’ the accompaninment of
""" highest charicter development = -
. b. on the other hand, prolonged poverty might eignal a
", chatacter dafect. lack of will power, ete, -
13. The poor ‘who ‘became dependent wera "inexcueable".‘(i.e. becauge
-, , of ‘the personcl ‘worth of the poor, according ¢ the doctrina)”
gad thé ‘dapendency seen as a so¢ial syabol, co-nunicating
e(ective cheiacter.
14, 'Poverfy théd, 1s a éitustion of enforced depeudency. giving
PR . .phe_poor very little scope for a;tion, in the aanse of
' " "belsvior under their own control. -
Q 15. The dependency of the poor is not primarily a neurotic need
]E[{J!:‘ to occrpy a one-down, dependency ‘position, but rathér it is

 10J
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" -the result of a deprivation of those minimal social resources,

at every period of their lives.

16, Initial social dependr icy 1s reinforced by the hardening of a
congensus in majority community about the nature of the poor,

. stabilization of behavior in poverty areas, and partial

internalization of ideas and patterns of behavior in the
children whe grow up in both communities.

17. Some consequeuces of this social process (dependeacy creation)
include:

a. poor tend eithet to retract from, or attack forces
controlling their lives over which they have no control
and from which they cannot escape.

b. poor do not accept, totally, definitions of selves from
larger community, but develop involved psychological
strategies to avoid accepting the definitions.

c. poor frequently verbalize the values of the more affluent,
without practicing them; these verbalizations are useful

. . in protecting walf concept and in dealing with the affluent

. and are not necessarily related to bahavior patterns.
18, Poor are norcally 1nvolved 1n partly 1nvoluntary eelf—
-+ diminuation; ‘
19. The inability of poor to act /n their own behalf creates a
‘ less complex personality struccure for them than 13 the case
with affluent persons with greater linguistic skills.

Herzog, Elizabeth Is there a culture of poverty? In Hanna Meissner
(ed. ), Poverty 1n the Affluent Society. London: Harper and Row,
1966 . .

B. 1 Varioua often c1ted chatacterietics of the poor 1nclude.
a. higher.death rate, lewer - health, poorer nutritiov avels,
ghorter life expectancy.
b, low education, leadinp to or associated with low school
" achlevement, inadequate verbrl skills, lack .of intellectual
.+ .- stimulation, -lack.of motivetion for getting sn education.
"¢+ low educational aepects often associated with unrealletic
. aspirations. . ‘
. d. poor tend to be more aufhoritarian.'
.e._anti- intellectual. Lo
£. action rather than contemplation oriented..
7. subjective, concrete rather than ob1ective and absttact in
thinking. . R
h. less daveloped lmag-nation and logical powers. :
{.: less cense of autonomy and control of their own "fates".
j. vonr are present-oriented rather than future oriented.
2, Author suggests that these attributes sre often those which
~, are used tp roint to or outline the culture of poverty and
then points to some qualifications to the usefulnese of the
- concept of the culture of poverty. :
3. D¢eertion, separation, divorce and size of family are varied
S in frequency inversely with incorme level, . .
&, There 1s evidence that child rearing practices differ according
. - to soclo-economic level and that there 18 an incresse in
- physical punishment practices and riduculing behavior in the
IEIIJ}: lower claes segment of the population,

e ‘ i
o 104 -




i < e S RN AR G s . . e e = o i + 24 A s e 4 S em o % m 7 @ e e

~ 06 -

Hunter, David R. 'Social problems and aocial work," Social Casework
1963, 34€9)) 503-507, . \ . . - -

y .o e

" Bk Poverty has a dual Lffect' I
- 3. Absolute fact of deprivation and its inhibiting effect on
Froevery- aspect of hudran -development and its entrapment of

+ r people in a vicious circle fron vhich escape is almost
impossible. i i
<z .- b, Insidious effect of relacive deprivation - being relatively
poor in an affluent society. Relative deprivation is one -
- of the prime forces making - for deviant behavior and
feelings of unjost deprivation have much to do with
generating troublesome béhavicr among tie youug.
2 Another conditioh with nationwide dimensions is the failure
. of the public schools to deal’ adequatelv with oupila who
are not boundifor college.
' a. Public.schools havé never effectively engaged or educated
~children from lower.class families, - -

4~__1':: b. The school. srsten made educat{on an Arritant for these
children to make unappealina manual 1abcr joba more
. pleasant.: . -°

c. The society in its educational system has sorted children
into manual and nommanval groups based on their social
class rather than their basic endowments.

Hunter, David R. The slums challenge an* resnonse., Londoq: Free .
- Press, 1966 N :

B.l. The most imnortant nission of slum schools is to convince
slum children that thev are a Dart of America and that they
can be succassful, .
- 2, It is not sufficient to bring level ‘of education in slums up
to an uverage if dent in problem is to be made.
: 3+ Even if basic educationzl program content in the slums
.5 remained. unchanﬁed, mora tzaching and counseljug staff, more
L TOOM I MOTE materials, and more extra~curricular activities
. .are.reqtuired,:!

4., Low educetional level of parents often ledds to “what's good
enough for me 1s good énough for'my kid" attitude; realist-
ically, attiti'es may mask embarrassmeﬁt ‘aiid fear that the
child will aurpAss oarent' attitudee impede childrens'

» -education, "

5. Parents often see achool as authority over which they have
no control. - - Coew

;6. Slum schodl 1is ofcen seen a8 agent bf a world that has no

cocenteancey- v i S s

. ~7s-Slym school teachers are often not “eéven familiar with the
ive inside of their.childrens' homes, with' the envitonment from
. wvhichrthe children come. i+ ' [
8. Teachers in glum schoolg often 1esd-de11 qualified than
: - others; slum schools ‘are not desirable nositidas. * . °

9. Teachers are ndt penerally trained to handle specisl problems

of .slun schools and slum children; ‘ndr' are they helped to
.adfust to a differant culturat and vnlue aystem from what

IEIIJ}Z‘ . ~they are used to. if-?ff : | SN
— 105




: ‘ot
R AR PP P o NI 4 A ORI BECT AT MR BT 17T ey SO e U by YT g W 87 S REINTIING e GRS YT I e 8¢y Do BT VAR B

- 97 -

<-10, -3/4 of the teaching population can he identified as middle
- . . ---class; middle class views and orientations are diffzrent from
¢t - those of :slum children; differences can make for communicauiom
and accepiance difficulties on both sfdes. .-
11, There sre a large number. of slum children, particularly Negro
.. .' children, wnose families are female-headed; developmental~
identification ga» .is inherited in these situations.
12. The character of the public ghetto; school performunce of
. -+ . .chl- depends not only on his own so:iv~economic status, but
.. .also un, the aocio—economic chaructcristica of the school he
attends.
. 13, Raeial mix i3’ inportant for good education, however lower-
class children must have compensatory education-as vell as
i+ -+ mixed.class rooms {(mixed in the status and color sense).
14, The slum condition or the slum problem haa certaiu elements.
‘-, a. Poyerty-ralative or absolute. Lo
- .h. Rundown housing-dilapidation is. nst uniform. .
e. Crowdinp-high occupancy per room, rather than mere density
per. black, i 'y - Ty
0L d Concontration of lower-class people. R
ool @y:Raclel: concentration- increasingly black or non-white
¢y i Lrooare populationss o IR
. Concentration of persona with Jow educational achie»ement
-, r+ " . low.sk{l} level, and cultutal iimitetions. T
~ojic g« Many welfare cases. 2
- . h. Internal mobility—mainly moves uithin slum, frnm slun to

cogies.e o .8lum, or to grey area.
st . . 1. Crime-more crimes- coumitted by adults and juveniles.
j. Health problems-more psople 'n slums are physically ard
-+ - mentally 11l; 1ife expectancy is lower.. -
.+ ke Braken families‘ higher divorée rate in slum; often
cvet s, 1o "partial"-families rather than broken families in slums
' "due to fact.that parents were frequently not legally
united to begin with,. - - trEte
¢n- + 1. Relocation problems-from urban renewal. i
“ 1 m. Inadequate community saervices-street - tepair, policing, i
¢ .o w4 o igarbage- ﬂnllecting. etc. aled schooling, health and welfara
.4 ) i Servicés. N . o
v i . ne-Isolation. and alienation-soma nerely iso!ated from main-
: stream of life; others not only sepazate from but against,
et s . 1 otheralienated, - o e s T e
LR IE o. Dirt and fire bazerde. :'. n.':—.f-w'? e‘”""”
: p. Language .problems, " - ' ;
" -q. The :#lum atmocphere-the snn af tba above parts—a
wzarﬁs : qualiratiVe factor of influence. ‘i I
’ [ I S -
Jeffers. Canine4 Living Poor, Ann Arbor Hichiganl Ann arbor
Publishers, 1967, v nme _ 5

In!eiencel and eohciysions beaed o participant observation study
of fadd\iql in public housina ﬁroject 18 Wash{ngton, D. c.

A'. anerenccn ;nd genereli:ations baged on. observa:tons
Q 1. Generally parents who are poor care deeply about .the welfare
l:[{\!: children. They know what they want for themselves and their
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i7=i- children, This includes: better food, clothing, shelter,

. . .edsvcation, -more stable families geared to support, cooperative
‘husbands ‘and fathers and- the income to reduce vulnerabilitv
to deprivation. . ... -

-2. A pattexn of .social diffe entiatinn amnng the poor in public
. -heusing is bLesid mainly on extent to which families believe
.they have the poténtial to escape ft. ' i~ ., "

3 lack of sufficient nmoney &nd.its irregular flow restrict
chiid.rearipg cotions and force a continuous rearrantement
~of nriorities among food, shelter, clothing, health education,
recreation and other demands.

.- &, The family envirouument of a poor: family may fluc*ua\e markedl
. ;- over relativelyibrief periods  of child-rearing time; :
;oppoxtunities for.growth and develonment wav vary markedly
.i--amdng- chiidren of different. ages and ordinai -positions.
5. Ypeech patterns often vary markediy among children of the
same family: and-ttere anpeara to beia lack of concern
. regarding gramar perhaps because language wkills have low
priority versus food, shelter, clothing, ete.:
6. The lives of parents:in many poor famlilies sre marked by
i . extreme lonélineéss}-accentuated by.awareness of the isck of
self-determination and of their diapropottionate susceptibility
.i.to the unpredictable, -+ « Pt
7 Fami{lies 4in-:the project with- the most 1uadequate and uncertain
incomes appesred to have the moat extensive communication

rt oourt networks in the projects. These are seen as adaptive met-

works, cssential for survival; which facilitate the exchange
P of smail goods:'ard services- among peonle constantly caught
with sma'' lacks. ..+ .
8, The presuasd inability of .sone p00t parents ¢o delay
q-1igratifinntion is less‘a mattér of lack of will power, self-
iecontrol ot lower clags novms :than it- is a matter of realistic
v. 1. and r-“ional responses to chronic uncertainty and vulnerability
*o the coutingincies of voveity, . -
9. The most rejected and frownednuoon problen behavior of many
éinpoor pareats 1s-legs .aimatter of not knowing hotter, or of
.not having the ability-to act differently, than it is a matter
of (denressed) mood; this mood 18 critically related to the .
-~ .: + presence ana absence. of money with which to satisfy wants (to

©

tenicrr. c8llow:a minimum of ‘self-deternination).. . -1

10. Many of the urtan poor straddle poverty and-affluence, ext:hiting
corplex, fluctuating mixtures-of the living lituations styles,
possesgions and tastes of different classvd. . .

11. Tu:r- are:indficationss that the older: child 'in some poor
families s in a particularly vulnerablé position--more likely
to be 1solated in the family and to have a less satisfying
relationahip with:the:mother because of: the relstlve absenée
of play experience, etc.

., C.1. Langusge of the.poor is direct and frequently sinpey sg that
* " the problern of communication 18 in boing willing tQ Iinten to
what is said and to respnd with respect and aincerlty.
2.~ ceeptance, access, cotifidence:and competence ‘dare’ 1nportant

- Y4ual’ {es 'in dealfng with the poor, 8o that not being’

w7 (e lndigenous may not matter.: - v EACE L

f““lli . LY

inz
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Knooka, Gisala-The Adolescent Girl In Conflict Engelwood New Jersey:
 Prentfee: Rall,:Iuc 1966.

This book ‘deals with Mrs. Knopka's acquaintance and interaction
with 181 adolescent girls between fourteen and nineteen years of

age, The fisjority of the girls had been adjndicated delinquent
and werd eftter in an institution, reformatory, on probation, or
on parole. A smaller rumber of girls (76) were institutionalized,
unwed ,’ pregnant girls. Mrs. Knopka states that the unwed girls
were more middle class than were the girls adjudicated delinguent.
She states that the .large part of the girls interviewed were white,
(as typical for Minnesota where the study was done), but that there
were also Indian and Negro youngsters in the group.

B.1. Every nerson neads human communication, at all ages' inter-
. dependance with other human beings. is essential to human

.. . survival..

2., Most of these. delinquent gitls come from economically deprived
families in which .the parents themselves live in frustration;
poverty 1s not only aconomical but also poverty of knowledge;

- chf{ldren are not a "joy" in this: atmosphere, but a nuisance,
. particularly when they begin to assert -their neced for
independunce; they are handy for Datents to use in ventilating
.. their anger. . .
3. Vany lower-class families are mother-preaent homea :in which
- the. father ig absent or was never presént. . '

4. Most delinquent youngsters meet. adrvlts as authority figures
only and not as individuals also ceapable of love.

5. Most teachers, social workers, policemen, do not live in ‘the.

. nelghborhood ‘with these girls, they are aeen as "gtrangers"
with power. ’

6. To some of these children, the desk aymbolizes the powerful
loveless authority; the desk becomes the barrier.

7. Frequently even- teachers are so removed from the ''real world"
of these girls that they are known ds "they" and not as
figures recognizable in the girls' world. -

8. These girls-especially resent whiat they term. as the "phcniness

. of :adults, particularly ineincerity, failute to- live up to
tl iir own preached ideals. . . v

.9.:B¢ ;ause tha authority figure.is so removed 3nd unreal,

presenting the girls with only demands and restrictiona, and
-.not presenting a giving side, the. girla retaliate by
axoecting perfection,

.10, These girls hate eagily made broken or forgotten ptomisea.

11. Many girls have internalized ‘the feeling of not being wanted
to such a degree that they take over the attitudes':of those
who despise them.

12. Frequently these girls are delinquent in 4 'passive' form; i

"7 1.e. they truant, they do not ansvwer questiony,: they fail
grades,_ they 'hang around"; they often infuriate adults

' becausa of their remote, unapprGachable nature., .
13 It i considérably easier for these gixls to act in the way
they are expected to act, 1. e. ﬂelinquently, ;han to attemnpt

o e to changé thair behavior.., o T
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+-14,.To the girls here:considered, the fight against race and -
prejudice is a pérsonal battle; they are not attached to or
or identified with any organization, there 18 ndt a sense of
GEY pather "ie".
15 Many ol the girls are not sure of their own attitudes because
" '"they do not eugage in any sorttng out of their feelings or
 working through conflicts.’ :

>‘16 ‘On‘ the inffexuent initial sharing of their feelings, the girls

felt ashamed for having done this personal thing.

"* 17. Personal loneliuess may “4rive" girls to joining a crewd'

however, theae associations are usualiy more of physical
proximity than any strcng form of interaction; being in a
crowd assuagés loneliness and fear.

. 18, "So acceptable outlet for aggresston, no way to relieve the

- guilt stemming: from behavior ‘they themselves. despise, no hope
of ever regaining a sense of self-worth, little or no sense

~i ' - iof being protedted, essential lonelinesg--dll thdse increase

the self-<hate, - Hut the destruction process doés ndt stop
~ with-this. 1It.is known that people who have iittie or no

self-respect find it difficult to resmect others, ' Hatred
: tutns against .other, individuale and groups. The degraded

. . ones find their victin .

19. The behavior of these girls usually leads to 1ejection by
the community, general experience of having no success
recognized,. increasingly low self esteem, then more behavior
which increases the feeling of worthleas, vicious cycle.

U

Kolodny, R. L._ "Ethnic cleavages in the Unite‘ States: .a historical

~ reminder to 5ocia1 workers,'" Social Work, 1969, 14(1), pp. 13-23,

The author suggeets ethnic differences should ‘be considered along

 with clnss differences. | ;

A.l, Ethnic cleavagea have peraisted along status lines which
.. -Temaln very similar throurh time, :
2. Bank ordered. cthnic groups fall thus:
*  a. Canadiunsg, -Britigh, and North Buropean, '
- be Slavie South Europeans, Jews, and American Indiahas,
c¢. Orientals, Mexicans, Near Easterners, and Negrns.
3. .Groups at the low eud of the scale are characterized in
- .. terms alien to dominant American values.
4. Inter-ethnic relations have always been characteiized by
tension in America. : i
;3. Ethnic tensions persist and ethnic swarencss continues to

";yu,\ play a prominant part in the aalf-nerception of Anerican

" childrenu Ce

Rraft, Ivor..:''Child welfare services: -an.essay review,". SociaI

Service Review,: 1967, 41, 419-427, «: =~

B.1."Cains in child'veifare services’ are not purely for the sake
. of all-out af forts to help country's’ children, rather they
- are by-products of'technological advances.
"' . Scimping of education resuits in millions of drop outs
! and a high percentage of functional $1literateés.

:+109
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b Pefusing to provide comprehensive medical caré as a right,
. . resuits in millions of children with noor teeth faulty
- ,-:vision,  and untreated diseases, ~ I .
¢. Failing to invest a necessary 4 or 5 billion dollars per
annum in needed youth services leads to hinsh youth
. unemnloyment, wasted talents, 20%.of the brighter high
-achool stydents not going.on to college, and a- failure to
* deal adéqiatély with juvenile delinquency.’ g
2, Child welfare services have not only failed to progress, they
i have backtrackéd to a pre-dépression’ standard. (Gives
example of payments to AFDC famjlies.) °
3. America's welfare services are less comprehensive than those
.+ .of many. othey indugtrially developed nations. . i .
4, U.S, 1s excentionelly lagqard in ptovision of preschool
- _services. ;,gLv,__ Dl rﬂﬂ Lo :
. : g ,-“f" »
Mayer, Herta qnﬂ'g.nSchamese.‘ "Lcng tern treatment for the disadvantaged .
Socidl Cagework. 1969, 50(3), 138-145, -~ 0 o

- Theotetical article with dase illustrations as supuort.‘l

B l. Characterietica of the "distutbed" child raised in poverty

. dnclude: v R PR

" a. He has, receivgd in peneral inadequate nu:turing during bis

... early ‘chiidhood.: . ...

‘b Be 1s ldkely to have an extremely poor self*image to lack

vgo skills and to see the world as a nervaaively hostiie,
s ~-inconsistent enviromnent, s "
RTIIe c. He feelq rejected not only by His narents but also by the
' .;, nchool snd, the community., . .
. His attitude .$pward an ageuvey. is marked by suspicion,
e discouragement and boatility, especially if he ia Negro
- -or.Puerto. Ricam, . .. EIPR e
A "2, Negro . and-: ‘Puerto Rican: families.‘u e L
‘?i.; a, aniljea show a greater tendency to nroject problems onto
T the school or community because of the many reality
. problema in their lives apd early emotional ‘deprivation,
. 6. ‘Families are gxtremely. distrustful of.agenciesiin early

' ﬂ contactg, dpe to previous negative exnerience with welfare

agenrieaﬁ or other government agencies, - -

g. Often :the mother in a very -large family: cannot rerember
impprtant details beeause, .cverwhelmed. by: & progression of
. ﬁirths, she, 19 _unable to. individualize her children.

. - d. Cultyral attitudes toward time are also significant and
_ latqnepn oy :unkept appointnents ace not uncommor; often
», thii s, paslive aggressive reaction to presuure from a
punitiva authordty.  » ... . >
- G.1. Such whildren need to. devglpp trust in another human belng
vhich can be-fostered.by contact with a benign person who '
.can_increase the plgasure of learning and eetablish reasouable
e - ‘educgtional .goals,, , .« ~ -
~2 Child must be given: selected lifn experiences tbat will
" incresaq his sende of ego. adequacy and independence..
3, With. children with learning difficulties it is advisable to

1110

) P{ .-:‘ e




e o g et g PP 0t o e o il e e o o e i o e e s e e e

- 102 -

i.» -~ . . have the remedial tutor also functioning as the therapist,
' when the members. of the family are unable to recognize or
accept emotional problems but are willing to atcept the
.less threateninq service of tutoring. o

! \ R N PR R

Meeds, n55;1g H;-‘"The white ego ideal: 1m¢11cations “for the heivecial
treatment relationship.' Smith College Studies 1n §ocial Work,
1967, 37, 93-105.. .~ .-

- Experimental study regarding the effects on race and social class
in aspiring behawior. .. . . .. .o

. A1+ Social class-was found to have a significant effect o1
aspiration vhile the race of tne subjects acting alone did

. not have such a significant effect. -+ "

2. Although the general hypothesis concerning race (that race
would Liave an effect on the level of the aspiration) was mot
.supported, the.direction of the aspirations of thza ovet-all
class groups was strongly associated with race. 'Thig’ was
due to the fact that aspirations were significantly influenced
by the combined effects of race and gocial class. (p.~.001)

. a. while the over-all lower class group aspired lower than
the over-all middle class group, the white lower class,
« .}, -considered separately, had very high aspirations.
b. the mean aspiraticn score of the lower-class group was
-0 .. . depresged by the markedly 1ow aspifationa of lower-class
. t+. « - Negro subjects.: - .
¢. the extremely high goals of the Negro middle class group
', elevated the mean aspiration score of the over—all niddle~
clags group, despite the lower more tealistic aspiration
. .iscoxes of white middle ¢lass subjects. - -% -

. 3, Although: the interaction of the race’ and social class of
subjects and the race of the experimenter ‘had no ‘significant
effect on aspiratious, the combination of the aocial class of

. :ubjeets\aud*race of the experimenter had a otofound effect
- p-‘ol). e RS L Lol e .
+ i aj .bothiNegrt and white luwer clase gtoupa had significantly

' .. nilowkr aspirativns with Negro, than with white experimentorg.

: . b. the aspirations '6f the middle-clags subjects were not

significaatly affeéced by the 'race of the axpetinenter.
- This findiag is ‘somewhat 1llusory since the exgeptionally )
: high scores of middle class Negro subjects weré grouped

. v tightly around:the ideal goal introduced As the maximua

- . 1x 8eore poseible:c Daespite tha over=all cailing “effects

z,f,h ;fthq scoras .of niddle class Negro subjects were somewhat .

- 7 higher with vhite experimenters, aithough hdt #ignificant

to the level of confidence euponed in this stud
.+ €. white: middle class subjécts shoied no PLIT{T R} {apirations
. - when confronted by experimentetrs of differéat racés.
‘Bil..A white experimenter with lower class wvhite youngatars
seemed to confront them with the discrepancy between, thair
.Teal. circumstances:and thoir 1deal goals. 1In ‘this’ tetting
they strove to attain. the ideal; however; as noted above. this
.1 a2, 1ad.to their holding high, nnreslistic sspirations.”

111 L
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Thare 1s an indication that less preesure may be experfenced

in setting a level of aspiration (oa part of lower class

..white. child) in the presence of a Negro examiner. . Lower clase

whites may attribute greater aenaitivity and understanding to

. . Negro worker because of wcrker's unfavorable social position.
. While. the Negro worker is at some distance from the ideal of

/the lower class white he may he seen as having greater

empathy for the wite's social hendicaps. In this situation,
the need to compensate for felt inadequacies may be minimized.
Lower clags Negro youngsters scored low fim presence of both
white and Negro experimenters; they assumed a defeatest. .
attitude toward their goals. This implies that low initial
goals by lower-class NSegro kids may ba get with vorkera of
either race.

Clinically, lower class Negro clicnte may fantasy 'rescue"

by neither the socially impotent ¥Yeal father nor by the
sbstract, hostile white model. Negro worker, like real

" - father, may be seen as unable, by his ow "helplessness' to
- provide enough, White worker may represent the unattainsble

white ego ideal. With white worker, the lower~class Negro

" {s confronted by the extreme discrepancy between his position,

as-well as society's assignment of inferfority to him.
Findings suggest that an initial elevation of aspirations may

‘result from client's pretence is necessary with Negro worker

because of the projected feelings of low esteem. Since lower
class Negro subjects sct extreamely low, unrealistit goals
even vhen provided with a frame work of guccess, their

- situation is singularly tragic. Externai factors seem to

make little difference in terms of a positive iInfluence on
their willingnesa or ability to strive toward 1dea1 goals.

Heyer, Carol H. ' "Individualizing the Multi-prohlem family, Social
‘Casework, 1963 (5) 44, 367 272

Deicrlptive articla with recommeudatdons for treatment of multi-
problem families. ..

A
1,
2.

Characterietica of multi—problem families' e

Main or universal characteristic 1s poverty.

Chronic economic dependency showm in perlodic unemplcyment,
indebtedness, inadequate housinp, poor standakds of house-
keeping, conspicuous maritsl discord, school failure,

"t .delinquency, chronic 11)nees, alcohoIism, drug addtction

{narcotics).
Répetition of their difficulties in- succeeding generations.
Are oftén members of racial minority groups heﬁcomera or

" marginal workers.

Are resistant to offers of help From social agencias.

« A large part of answer to wulti-problem family 1s geen 1n

¢liminating economic insecurity.

Working with multi-problem familice does not involve dealing
with new cliuical entities or 9lower-ciassisma , but requires
dealing with universal psychosocial probléms exacerbated by
poverty, IAck of reaources and rejection. ’

!.1_13
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3 Families that fail to mieet socially approved ‘gtandards (are
r-devidnt n some respect), may be reflecting particular
se. . subcultursdl attitudes or the result of grinding poverty and
sv o liredigdeimination, U
ERL ﬁ Treatme:.t br wﬁrking with Lhe multi—problem family ‘must be
" .<"1L based ‘on an-underfstanding of the individual family and ite
. pathology ‘as well as directed toward ‘removing obstacles to
. . family's efforts to ‘meet expectations of 'the community
T ‘“Reaehing out" to these families is neceascry to help then.

Hiller; ﬂalter B. Focal coqcerns of-lower-claes culture. * In Louis A.
- Perdan, Joyce L.- Kornbluh, and Alan Haver (eds.), Poverty in
- America. - “Xan Arhor, ‘The Uriversity of Michigan Press, 1965.

-B.1, There is a-substantial portion.of America whose values,
;behaviore and life patterns are products of a distinctive
" cultural system, the "lower clags". 1.,
fZ;'hV1dence ‘suggests that this cultural system 18 becoming
",incteaaingly 2lstinctive and that the size of the -group 1B
.. .. inczeasing. .
. 3. This distinctive, 1ife-sty1e group is characterized by a set
of focal copgerns, i.e. areas, or issues which aye of common
_ . . concerm, .
‘4. Comcern over "trouble" is a dominant feature of lower class
) life. *.
' a. trouble represen*s behavior or aituation leadi ng to unwelcone
N involvement with nfficials and agepcies of middle class.
. .b. getting ‘into troub’ : and staying out of trouble represent
.pa,or issues for ~aleg. and females of all agea in lower

T elasses." o
¢. in middle classes, the major evaluative tool for cach other
1s "achievemc.:t" bur in lower classes per ons are;very.often

evaluated along "law-abiding and; nonﬁlaw—abiding“ dimensions.
d. "trouble-non trouble prcducing" behaviors are Loth'a basis
. for defining status, as'well as an internai‘zed conflict
potential for the individual
e. which of the. two behavior types valued depands on the
person and his current circymstances. . ;

, . .§. lo many, instances, therg 1s overt cormittment. to lav-
©.7 .. abliding behavior but covers committment to non—law—abiding
.- behavior. o
..'ge l'getting into treuble" is,sonetimes overtly recognized as

. preetlgicuc, e.g. in groups and gangs.:, .- .- .

., hs for a.substantisl perticn of lowers classes,vgetting into
o tgouble is net . in itself, qonsidered prestigious, but it is

implicitly recognizej as a means tgQ other valued ends, e.g.
. .the covertly valued:desired "to be. cared fo:i and subject
o ;;j‘.o external constraints, or overtly valued s;ate of .

"7 exeitemeat or rlsk. .
. 3. "Toughness' 1s pother,, focal’ coaceru in lower elaea life.
© 7 . .the 1ower°¢lasa concept of,;oughneaa representq:a compound
I"ji of qualttieg e.g: phyeieai prowags. (possession of strength,
" ‘endurance, angd athletic skill), nasculinity (symbolized by

IEIIJ}:‘ compler of arts and awoiJaﬂccs, e.g. tatooing and absence

‘113
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Nl

: “gF sentimentality), and having bravery in ‘the face of
3”J-'physicai threat., HModels for combination of "tough"
53 qualities inclisdes movie gargsters apd Cowboys
" bl Gédesis-Uf Intease doncernabout "toughneas" in lower-class
life 18 probably rélatel to fact that many rower-class
"males aré reared in Female-~dominated households and lack
‘corisistent male models with whom, they can identify and
?from whom they can 'derive the essential components of a
"male rnle”. Since women serve as the primary identifica-
»ition object in‘pre-aioleicent years, the almost obsessive
“ . Zohcern with rasdulinity expressed by lower class males is
probably a type of compuloive reation-fornation.
6. Exciteﬂent is 8 focal roncern area tor members of the lower-
 clasa’ N
a. for many lOWer—class individuals 1ife rhythm fluctuates
"ol s bétwesn periods of relatively routinized, repetitive
-Attlvities ard sought situations which provide great
. emotional stinulation
‘b. many of’ Bogt predomitiant lower-cIQSs cha:a*teristtcs are
o rélated ‘t3-this search for exciterent and thrill |
© 1, Highly” prevalent use of alcokol by ‘both 5exes
2, Widaspread uie of 211 forms ‘of gambling’
3. Recurrent "aights on tiie town" involving a patterned
7" set of behaviors in- ‘which alcohol, music, and gexual
advénturing ‘are major components.
c. other nredominént, characteriatic behaviors of lower-class
s 1ffe c0unter-balanc° the risk-thril aspecc, these behaviors,
. _e.g, “henging around",'shooting the breeze", etc., involve
ot long betiods of telativ inActivity or passivity.
¢ ¢, "a definite periodicity existd ir the pattern ‘of activity
1 rélating to the two'aspects of 'exc! tement dimension. For
" 'many 1cwer—class individuals the venture into the high
world of alcohol, sex, and fighting occuts regularly once
“a week, with interim periods devoted to accomedating to
posaible consequenﬂes “of thdse periods, along With recurrent
" resolvés not to become-sd involved agats,”
7. Related to the thrill quest is andther “focal concérn, fate,
o ”*s. -thefe are-two énda'of this'contern, = "lucky" and Mjinxed"
- b, ‘hany iowdr ¢ldgs individuals feel that’ they ‘have relatively
little control over their lives, that their lives are,
. eubjected to ' set of forces’ A
S c. ‘this "set of forces" is dot: directiy relatéd to the super-
23l e papypal bige rather 'to "aestiny"‘ R
. d. frequently ‘this ‘often implfdit ‘view: of the world 18 .
A asaoéiated with a Conceptlb\ 'of the ult;mate futiliey in
v S aorking toward thd achievément ¢f set goals; fatlure or
. success of such goals i3 predicted on Lhe bagis of a
SRS projected 'fece with" of “fate against state precluding
SN any effort | 7
K performadce of seniwna {edl, ‘rituslistic ‘acts '1s°a f:equent
v o ettenpt €9 changé one's luck«unluéky state " F -
Tk 'f thJ"}erbfsa of fantasy {8 ‘pravalent in connedtion with the
Q AR “’f_ ?faib ssUe. é g."tantasiea “bxeak“ in life,_that once

Aty
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. . things "start going your way", life will continue to hold
 good luck for.individual; hence the continued effort via
ganbling, etc, to "make a big killimg'" absorbs emergies and
there ie little persiatent efforts within, conventional
.occupational channels t achieve like rewards.
8 Autonomy 1s another focal concern of the lower-class
a, the gxtent and nature of control over individual's behavior
has striking distinction between what is overtly valued and
.. vhat is covertly valued
., b ovettly, there is frequently expreaaed reaentment of the
1dea of external controls on individual'a behavior, e.g.
"no one's gonn' push me around" ‘
e.fin lowexr~class. culture, "authority" is frequently concent-
o ually ‘connected with nurturanca; to be restricted or
, . firmly controlled is "to be cared for"
" d,.thus, ovartly negative evaluation of suoerordinate authority
. .1s often extgnded to care or protaction.ag well, "I can
take care of myself" .
e,_aetual behavior pattexns, however, reveal marked discrepency
"ﬂLetween expressed attitude and what is covertly valued
f. many lower-class individuals appear to seek out highly
restrictive environments where external controls prevail
. end are exerted on their behavior .
"1, e,g. army, mental institutions, prisons, etc.

2, while in such environments, the individual constantly
.} -expresses resentment of such authority, but upon discharge
.. . often seems to appear to try to get back into the

T envitonment. ..
g. since. being 'controlled"” is equated with being 'cared of",
attempts are frequently made to test the strength of the
.vauthority to see if it remaing.firm. If authority remains
_firm, the individual is reassured at the same time he :
.-, @e¥presges resentmeat,: ..
. h. this is frequently the situation with "problematic"
" behavior of lower-claes children in schools; their behavior
" does nox -commaa the coercive controls (from tcachera, etce.)
implicitly eought by their behavior. , . .- - . (..

_7 9, Following cultural practices which are essential clements in
,.:1.¢ the lower-class life pattern automatically violates certain

- legal morms. ,. :. ..,
lO. Where there are both law-abiding and non-lau—abiding
alternatives forgetting similar rewards, the non-law-abiding
‘avenue frequently offers greater, more immediate reward with
comparitively smaller investment-of emergy.: .. . .

11, The demanded (or sanctioned) response to certain situations

in lowervcleas culture invnlvee the commission of illegal
acte. ) ) .

12, A large body of interrelated attitudes, behaviors, and values

characteristic of lower-class ‘ife are desigp~d to support

the featurea of tha lower-class way of life, . -
13, In areas in which theao teatures differ from those of the
niddle. class, action oriented to the achieven~.t of the lower-
clasl 11fo pattern may violata norms of middlc class and way
be pexceived by it as deliberato non-conformli ~ .havior.

1115




R i AN ) N g SN o

PN N et g R ™ s P e A [ v e o i s T 7

- 107 -~

14, Non~conforming is not the dominant motivation for the behavior,
rather it is lower—claes by=-preduct behavior.
Hogulf Helvin B.. "Involving low-income neighborhoods in anti-
delinﬁuency programa,“ ‘Social Vork, 1965, 10, 51-59. i

B. 1 Poor. in this aociety have difficulty obtaining every conceivable
thing they need; this difficulty becomes, in effect, the
definition of their poverty.

2. The poor, by the nature of their circumstances, are forced
into a continuing relationship with public agencies.

3. Soclety provides legal entitlement. to a range of resources,
but attached to this legal entitlement ar€ certain eligibility
requirenents,

4. There are legal means (via eligibility requirementa) by which
the poor can be cut off from these critical resources.

5. Lesgs easily identifiable, informal ways also exigt bv which

- publie’ agencies can divorce themselves from the poor, or short
change them in service delivery of resources to which they are
legally entitled, e.g. unequal medical care via welfate status;
school personnel often treat 1ow—income patents condeecendingly,
discriminatory housing policies. .

6. Disadvantaged who are rejected by public agencies have no other
_alternative resources; often they do not know how .to fight back.

MéCabe, Alice R ”Forty forgotten familiea,ﬂ, Public Welfare, 1966, 24,
(2), 150-171. . .

Descriptive study of 40 AFDC one pareut families in Eaet uarlem.
(Negto and Puerto Rican) ‘

A.1. Relating to the mothere ‘ :
a. 2/3 had b2en at some time legally married :
" b. 3/4 had st least one out of wedlock child, but many of
o thege uniong lasted from two and a half to six years~-not
a "fleeting" relationship indicating not promiscuous
orientation but desire for permanent relationship with a
. man.
c. few had finished high school but most indicated ragret for
. - leaving .school.,
-.d, all had experienced disappointnent in nen (511 vere
‘ geparated). LA
e. 60% of mothers and 50X of children had at ledst*one chronic
. or acute medical problen,
2, Relating to the .children ~ '
a. only 141 rated as good on- general adjustment in school;
absence rate higher than general achool nopulation.
'b. projection psychological tests showed poor ability in
abstract reasoning,vocabulary, general infermation, confused |
. sexual: identification and marked orality.
B.l. Relating to the mother '
. -"a. Host:had an emotional hunger that drove them nnconeciously
but relentlessly from one unsatisfying relationship to
.-annther {which partially accounts for their inage as
Jrrespongible and immorsl.) , y
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s+ by, Identified materdal patterns they established with their
children-as. PR
1. OV(rprotective--restrictive of childs outside activities,
e underprotective-wpushing child. to: assume responsibilities
. before he has the ab_lity;- generally they are harsh in
dealing with the children, yet don't control them;
‘ 1'31'the sibling mother--is frequently competitive with her
* - - children, does not control them.
2, Relating to the children ' .
' a. 8evere, chronic familial and enviromnental deprivation and
digsérgenization aeen as: cauee of:
1. ‘acting out of behavior ' :
2. poor impulde control
3. pervasive anxiety
4. unsatisfactory and fragmented relationships
" 5, diminfshed’ capacity for’ learning’ ‘ .
" 6i"lack-bf sélf-esteen and negative self-concept
b. Children’ bften lacked knowledge of famtly background, make-
© "up, ages, birth places and even théir own birthdays

: -i‘-:c.‘Learned to have- constant vigilance and earn money when very

“young} how to take care ‘of thamselves and younger' siblings
was learned early. =

c. Recommendations.

-0 Without greater ‘{ntervéntion for need in increasing funds,
budgeting home management, interpersonal relations, dependency
problems 4nd.parent-child relationships for mothers and’
children there will be an endless cycle of dependeucy and defeat.

Parkham, .M. Jim. 'ﬂhe horrendous facts of poverty" - the: culture of
poverty." Public Welfare, 1968, ?6(3), 193-199.

B.l. Most insidigys. tendency of poverty uubcultures in the

. production-of a pattern-of failure.in adults and:children.
. a. Hope, faith and initistive are replaced by resentment,
» - degpair .and. apathy as events of life in poverty make clear
;- the qverwhelming odds.-
b. Public welfare up to now has neither the understanding or
. resources to dbreak the cycle.
"2, It is a mistake to assume the poor have simp]y a present
orientation without ragard for the future; the poor think
about the future but they have the feelinq it will be just

© i }ike .thas past. . - I PR '

3. Poor people with meager welfdre grants move from one crisis
to another-~thig week the remt, next week no food.' They are
. .unable -to consume iin a consumer economy.
4 The poor epend:a higher percentage-of thetr incomes on durable
. goods such as appliances, radios, ‘television sets, and phono-

L grapbe -because they have the -same.wWeaknessee ag-the rest of

American consumers but also use these itens to pawn when
money runs out. ’
- 5. The poor often cannot make economical volume quantity purchases
at the supermarket due tol. o ;h
8., Lack of available.capital to invest ih 1arger guantity
b. Lack of storage space safe from rats -&nd other pests, and
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. refrigeration for large amounts of perishables
&, hack of convenient transportation for this. %
- 6. The poor are more likely to use neighborhood atores where
.. prices are higher but service relebionehipa zre more .
personalized,
7. As poor. are generally greater, credit risks those vwho catey
..~ -.to them generally charge maximum rates.
C.l. Money grants must be raisediso poor have more adequete incomes.
2. Less complicated application systems and presumptive eligibilicy
arrangements in pub. lc assistance are needed.
3. Public welfare should utilize lower level personnel recruited
from client groups and in opening such jobs avoid creating
more "dead+end jobs". ,

Piven, Franceq. ‘"Participation of residents in neighborhood community
action programs,_ Social Work, 1966 11(1}, pp. 13-80.

- A; . Characteristics of the Urban Poor which contribute to
disorganization and political ineffectiveness. -,
1. Low income .people. are overwvhelmed by concrete daily needs.
-2+ Their lives are often. crisis-ridden. deflecting from concern
. -with othar-issues, . - -
3..They often have no belief An their ability to effect the
world in which they live.

4. Institutions whose services might offer incentivea for low

.-, lncoma interest and activity ara often effectively isolated
from the low income cormunity by their structure, practices,
and cultural style., .. - £

B.1. The essential dilemma in gaining participation is that
(. participation and influence depend.on a wide range of social-

- and economic capabilities.

C 2.'Sttategies intended to induce perticipation may set directions,
© " but sustained and effective partic¢ipation, depends on allocation
to these comunities of soc1al and eéanomic benefits that are
the resources for participation and influence."

Piven, Frances add R.A. Cloward.’ "The case against urban desegregation,
Social Work, 1967, 12(1), pp. 12-21, = o

A.l..Demographic trends.: re-zeal that negroes are becoming the :
~ largésat group In the central areas of many large: cittea, and
‘that Whites are vanishing from the inner city.
2. -Diverse economic backgrounds may be more important - than
{+ +¢. economic diversity: Mixing middle class students with lower
.. cless-has a beneficial effeot on lawer class etudents and does
not diminigh achievement levels .in elther group. -
3. Lower class nagro echools are significantly inferior to
~middle cless white schools. . . ::
B.l. Schemes for providing:the -best "mix" of middle claes white
and ghetto children, either bussing or "educational parks"
. are dpractical or inéffective.
c.1. AlthOugh schopls thst are racially and ‘economically hetero-
geneous dre probably superior, rémoving c¢lass inéquitles of
IEIIJ}:‘ teachers and progracs 18 a more realistic goel.
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2. Clettd residents nced means to organize aeparately and a
heightened ‘awareness of the distinctive goals to which
v organizations must be directed. Separatism is a precondition
for- éventual peénciration of ruling circles and achievement of
full economic integration.
" ©3, Integration should be understood; not as the mingling of
bodies, but as participatica in and shared control over major
* 1institutional spheres. Communal associations should be
"+ developed which are the bases for power, instead of dispensing
a community that is powerless.

Piven Frances and R. 01oward. "Separation vs. integration: a
rejoindor, Social Work, 1967, 12(3), pp. 110-111.

A, thenretical anawer to Funnye and Schiffmau criticism. .

B.1. Funnye & Schiffmsn, in_attacking. authors for faflure to
comprehend the demoralization and depersonalization of life
in ghetto, join others in contending that thé negro community
is pathologic¢al Hnd negro personality is deformed.

--2.-Children mey ot be learning for lack of pride, but surrounding
#1 them with whites or’ submerging negroes in thé majority only
continues the historical trend whereby negroes waw themselves
‘ through white eyes and had their own feelings of personsl and
creative worth dependent on white feelings.”
C.1. Increased black pride, black solidarity, black power.'
2. Fight majority prejudice’ with a strong countervailirig ethnic
" community which can’ expert power ‘to make negro ghettos as
suitsble a place to live as white ethnic communities.
Lot

Powledge, F., To Change a Child," Chicago. Quadrangle Books, 1967

...A. A report on the Institute for Developmental Studies sponsored

" ... by the ant{-Defamation Lesgue.of B'nai B'rith on’ 1its program
. Z.Q.‘for early education of the dissdvantaged. .

'B.1. In speaking of intervention at an early ‘age to make up for
cultural lack in home environments, the report points out
.that some general qualities are necessary in education if
success is to be had. They are committment, pdventure. °
patience and courage. -

C. "It 18 our hypothesis that the disadvantaped.child needs a
- - -specially sequential curriculum, designed to ‘build cognitive
skills and improve linguistic and perceptual abilities. This
“eurrieulum should be c¢ontrived through at.least -fthe first

" three school years in addition to the two pre-schovl years if

+ " the disadvantaged -child is to develop the more logical and
abstract - thought ‘processes needed for learning ‘and dc¢ademic
“‘successi ' The Institute has been developing a seqnenced
curriculum which emphasized the- dovelopment of a pos)tive
self ooncept ‘and’ a high notivation level. ’

-

The last portion of the book demonstrates that such intervention
does work as indicated by some statistical data, . Hence the author
believes thst they are hsading in the right direction.
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Schorr, Alvin, Hoysing policles and poverty. -‘In Hanna Meispner (ed,),
Poverty in the Affluent Society.. London:. Harper and Row, 1966,

' B 1 “The poor person tends to be a block dweller and not to feel at
"4 Vhome outside his neighborhrod, ¢ o
o 2. The poor petsorn's orientation 1s a product of his background
removing him from this background aweepe away a11 of this
security., = ¢
3. One effedt of the separation of the housing of the poor from
' -other areas is that some of the poor get the idea that they
are betdgrdaliberately sealed off from others.
" 4, The attitudes of the poor are an adjustive response to what
ia going on around them.

I3

Simon, Arthur, Faces of Pove__yJ New York: Macmillen, 1966.

A clergyman 8. account of urban. pqverty through descriptive anelysis
" of five familfes.

B 1 The Negro, Northern or Southern, is trapped in a vicious cycle
- of discrimination in emoloyment housing and education that
‘‘lodke him in poveérty. S
-2, The poor today have a pronortionaIly smaller share in the
nations’ wealth than yesterday's poor enjoyed; also, yesterday's
" ‘poverty ‘wag the usual starttng point for better things~-today
""4t 48 the'dead end.
”;\*3.‘Se1t-righteous moral supericrity of the non-poor prevents us
"° 7 from working for real solutions to poverty end perpetuates
myths about the poor that
" a. they are -lazy,
b, don't want to work,
‘¢, loaf in comfort om welfare,
, d. allow themtelves to be dirty,
* "e, 1ive in slums, etec. - o .
4. Strength and virtues of th: ' poor often overlsoked, Examples:
8. poor are more apt to be open about themselves than non-poor
' who are more likely td be prisonere of pride,
" b. a¥e not’ impressed .with formalities or sOphistication that
. tends to ohscure rather than reveal,persons; -
5. The poor today are an isolated minority and thua are treated
: + as politically expendable..
C.l. We must create enough jobs to go around and pay wage earnera
who aupport families a living wage. .
2. We need much more, low income housing. thar parnits the rich
and ‘poor to live ;ide by side and not in- iaolatipn from one
uanother.,:r-
3. We need more educational resources in areah of maximum need
.. (such as inner city areaa) aand greater integration. -
4. We must spend public funds to wipe out. poverty, and not just
-waintain it. . — - . ) :

Smily, M., and H. Miller (ed ),‘ Policy Iuea in prhan Education, New
York: .The Free, Press, 1968, L et e

Q A book of readitigs ‘concerned with curfent issuea with their con=

]EIIJ!: commitant controversies. o
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ﬁ I diacusaion of the instrumental style points out that scme
"' prefef the tdskmaster style and othere the motivational style,
: ‘Both arxgue a good case and there ia little evidence that tips
the scales, A mitfigated taskmaster style could be the answer
~i:. + -where success becomee the vest motivation. A discussion of
teacher-pupil relationship hinges on two aspects:
1. that which concerns the teachexr as an authority figure, and
2. that which is personal and human, o
- It 18 generally agreed the authority must impose a meaningful
order for learning. This means order and not regimentation and
requires teacher ego-strength and confidence, The personal
relationship dimensions are more complicated.
2. The teacaner-pupil relationship should not be sentimental but
respect for the <children and acceptance of the child as he 1s.
3. The common problem of teacher resentment is discussed and
T - points out a very interesting problem. Teachers are trying
for acceptance and stvle their own initiative and creativity
. .to be accepted in their bureaucratic envirosment., Hence they
... . lack. the :¢ourage to allow creativeness in their students,
C.1. What ies needed are teachaers with-courage to be creative and
, -allow freedom. of growth in others. This means secure and
.. . mature, taachers. ..
;-2.-$uggestions for teaeher selection and training ate to select
those who are already capable of firmnass and orderliness and
.., train.them to be more senaitive and accepting., This training
... means total}y mew methods- and deve10pment of sophisticated
selection devices.
3. Most significant point of debate methodu. Two main views are
reviewed:
a. the core should be highly diversified, emotionally and
intellectually stimulating experiences.
b. highly restricted, rigidly controlled training excercises
in which the teacher is motivator. L

ASniteoh, ﬂaltergs.,;WThe grpup proceaa in teating cdlturalli.deprived
..psychotics from.Appalachia,f Mental Hygiene, 1967, 41, 108-114.

B L. One ih'ottdnt characteriutic of ‘a disadvantaged pereon in thig
' countty is a lack of participation in group activities.
2, Study has_shown that 76% of thé disadvanteged strata of the
population is completey 1solated from formal con-unity
... .. 8sssoclation of any iind. e.g. social clubs, - -
'3, The ! disddvantaged chutacteristic;lly hold féelings of deep-
" - ‘seated ‘distrust of suthérity figures. -
4. The disadvantaged direct suspicion toward euch figures as law
““muthorities, ‘physicians, soclal workers, etc. :
5. The diaud:untaged Have strong convictidns of being exploited
-~ and thdt-suthority figures aré never helpful. '
6. They hold the belief that cach person has got-to Yilook out for
theugelves™ because ne one else will,
-7, Thé disadvantaged are characterized by {wpulge gratification;
they cannot delay immediate gratification for future gain.
Q . 8, Few disadvantaged adults have: eqnpletgd the: 8th grade. -
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9. Nearly 50% of wives and mother® im these homes work outside
. * home; this points to poasible excessive role confusion.
t 10. Employment of malee among the disadvantaged 18 irregular and
" the struggle for existence becomes the central focus of most
energy.
11. Family instability 1s prevalent dpe to divorce, . death
o dissert ca and/or separation.

Social Servica Pevieu, "Rootless children", (in notes and comments)
1966, 4o, 309. '

B.1. Hundreda of homeleee children pass t\rough the courts yearly;
some sre successfully placed in adoptive homes, others are
: not. ;

2. Minority group children are hard to place adoptively and they
consejuently remain under the auspices of the court and the
socisl agency to which the court has assigned them!

3. Social agencies rvesponsible for these children (at least in

" the court decision of three children presented in the commenta)
hold 1ittle hope of successfully placing them and seek
extended placement for them in foster care homes as the
.glternative to.the difficult task of placing them .adoptively.

- 4. Extended foster care placemant means a-series of foster homes
and a atatua of being "just one more agency child without a

o family." '

-5, The-court in thia instance was intolerant of diacriminatory
implementation of placemer* of children.

Social Service Review, '"The rights of children. excluded from achool
(1in notes and comments), 1967, :41, 306-308. LTS §

B.1. Iu:the U.S. school system ~nny groups of children are. not
: given the rights to which cney. are legally entitled;. :among
such: groups is the. group :af -children whoase -bghavior is ..
"~ disruptive to other children and ‘the teacher.s. .. . :- K
2. The queation 1g raised (in Wisconsin, e.g. ) concerning the
state 8 responaibility to provide educational opportunities
for. among otlers, children with behavior and/or learning
problem£ or those who are culturally and socially deprived
and sufficiently disruptive to'be placed out of tbe regular
claseroom.
3. Constitutional interpretation (Hisconﬂin) is that ‘the school
"has the ‘right in’ 'a reasonable -arid non-arbitrary. manner to
~exclude these childrén from ‘the regular classroom; thac,
However. the local school ‘district mhat ‘4ot up special
educatory programg ‘for thése ¢hildrén in order ‘to ‘compensate
“!for denying these children their funddmental ¥ight to attend
publiE adhool, ‘that failure of ‘the local schod] district to
provide such conpensatosry programs placea auch responsibillty
upon the state.
4, Alterna ive ‘educational services to childnen auhpended ‘from
“ schodl ‘dre being demanded in some areas, e.g. New York City,
“'py.yarious‘qivic organizations.

'° 122,
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a., f ull knawledge of school susnension is not available
:.because schools have no central records ‘concerning exactly
. how many children are suspended and.for what reasons, and
their fate once they are suspended.

Sugspension procedures: in spite of hearings before achool
officials, the child is denied dué’ nrocess' there is the -
assumption that reports regarding the child contain nothing

but truths; neither child .nor parents axre permitted
attorneys or other helps useful in presenting the child's
side of the cascy the possibility that the teacher or

-aystem is partly at fault is ignored,

suspension cannot be condoned as a substitute for the

kinds of eervices that should be provided by the school

system; however, the child often has no educational

‘ aerviced or peraonal assistance after the school dropa

* him. Lo

o

(e

~C.1. Guapension for longer than 5 days should be preceded by a

hearing in wbich the child should be advised of his rights
' to be accompafiléd not only be his narents. but alﬁo a lawyer,

if desired by child or family. )

2. That upon suspension, the child be guaranteed 1mmediate,

' - alternative-educational services; such services are to be

© provided by trained personnel.

3. That complete information about suspension should be made
available, includirg renorts of uhat is haopening to every
child who 1s suspended. -~ =

Thomes, Mary Margaret, ''Children with absent fathers,'" Journal of

Marriage and the Pamily, 1969 (1), 30, 89-96.
Experimental study of the role of the father in socializing

"children,-using two grouns of low sociceconomic status children,

one with father present (c¢orcrol), the other with father absent
(experimental) All cﬁildren tere Caucasians 9-11 years of age.

- A, Children in.father absent homes more f'equently .perceived

_.the role activities of teacher, disciplinarian and protector
..a8 part -of the mother's role, where as the other children
.(from mother-father families) more frequently viewed this as
father's role.
-2, Childzen in.father-gbsent homes made fewer choices of father
to carry out parental xole activltiea and. more chojces of the
.. mother than did the control,group.
3. The degree of feeling.anéd attitudinal 1nvolvement with the
. father was much less- for the childzen in. father absent homes.

- 4. There were no signifigant differcnces in hostile feelings,

. . either rdld or strong, directed toward the fsthers who had

- .left -the home because of marital discord and the fathers vho
remained in the home,

5. The most meaningful outcome was .the finding ot uany
nimilarlties and few difterencea between children in the two
group

6. In a ZOnparison of peer'relationships'girla from father absent
homeq'more frequently exnressed a tendency to act out hostility

¢
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and belonged. to fewer _groups than girls from. mother-father.

families.
7. There is8 a similarity of perceived self-concept among the
two groupsi'! - - . oI

8. Data failed to support tho assumption that boys wonld be more

_affected than giris by absence of a father and tended to show
the opposite. i.é. girls are.more affected).

B.l, In these low socio-economic etatus families the fathers who
were present in the homes did mot bave a particularly warn
.or cloge relationahip with their children, so one might not
exvect the absence of the father to have g very great effect
on, these childten. ) . .

Thursz, Daniel. "Sociai aspects of poverty" :Public Welfare, 1967 (3)
' XXV 179 186 . .

Descriptive and critical assessment of the meaning oE being ‘poor.

A.l. The article points cut the fiction that the poor are
. inarticulates
a. Studies show poor onpie sneak English clearly with
diréctivéness about themselves if not grammatically correct
b. Fallyre by professionals.(including teachers) to communi cate
" with the poor may be due to desire to "manage" them, not
to 1listen or engage in comstructive dialogue.
*- 2, The article points out fiction that noor are cynical
apathetic and hard to reach -
a, Study showed people in one community (in Washington D.C.)
. though digcouraged still felt they could organize and
improve the .area,
b. Poor have hone. and desire to improve their lot which does
not die below the hard shield.of suspicion and hostility.
3. The article points out fiction that .poor need spokesmen for
them
8. Attempts to have poor election systems 1n 3 citiee
. falléd; inrerpretation was that thig was due to lsbeling
_ participants as poor (mot all want to be so considered).
b. Poor need opportunity to organize and speak .for themselves
" and not official spokesmeu appqinted by outeide agencies
‘or self-gppointed,
B.1. It is a fiction that the poor like things the way they are
and reject “'the Good Life", ..
2, Poor have middie class reactions of feelings of shame about
" pregnancy. out of uedlock. anger at beinp abandoned, concern
for the future and desire for better 1ife. .
3. Rejects fiction of sole solution to. problems of the poor
(scen as non-hoqnpeneous groups withqut a separate value
. system, behaving rationally in their. circumetances) and
therefore rejects belfef that poor need o z
A~ power . ) : o
" b, education
. Ce momay . .
d. profeasional services
e. opportunity énd jobs. s
o C.l. Power, education, money, professional services and oppcrtunity

IEIIJ}:‘ " and jobs are all needed,,
104
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Tidvell, Willtam. M4 look at the self-hatred of the, negro,' New
_Persgectives 1967 1(2), pp. 1-19.

'Discusaion and review of the literature of the development of
_negative self—concept.- e g . A

' 'Bil, Négroes in American society are stigmatized" negroes identify
. with the stigmates’ and react to this identification in a
-gelf~deprecating way. ’
2. ‘Sucdessful compensation for the negroe 's negative self-
: concept would be apathétic withdrawal, hostile ‘indifference,
" 6r a violent redefinition of values.
3.Megro children internalize the reflection’of themselves in
the world around .them, and that reflection is largely
negative.' For example, in schools, he cannot identify. vith
predominantly white literature and middle class curriculum,
. . he gets no negro history.
Recommendations:
1. Negroes must recopnize they are negroes and be . proud of it.
2. But not be incessantly bothered by colot: ' Help individuals
develdp dn identity separate from their color.

Hatden, S.,. Thé Leftouts ﬂew York: Holt, Rinehart and Winston, Inc.,
+ 1968, i

This book. is an anslysis of the disadvantaged child his back-
ground, his school problems and some suggested.cures..

C l. “Cures for a lower’ socio-economic clasg background. The
“f - guthor suggests that we must individualize the educational
experience. This requires three’ things:
1. & very thorough knowledpe of the chiId.
2, adequate facilities, "and’ o
' 3, an appropriate method of approach.
This means a comprehensive records system-—electronic
equlpuent -and the use of sodern machine methods. Use of
assistants in the claésxoon {8 recommended. ' ‘Preschool
‘programs, compensatory programs, intepration of academic and
social programs. Teacher tra{hing ahould include group
dynanics ‘and exploration of sociocultural differences anong
_children, . )
2. “Cures for inadequate language facilities._:
a, specisl compensatory, ‘programs degigned to offer
“ ! educationally stimulating new experiences vhich nezessitate
thi employdng of ‘larnguaga, ‘and intensive training in
language development. .
©% b, Blectronic devices are'helpful and’ releaae teachers to
4" . ‘develop primary itstructibnal mater{sl.
s E;*Compensatory experiences designed to raise the ‘Leftouts'
1. Qs IOVEL
d. Techniques for measuring non-verbal typeb of ihtelligenta.
e. Swall group scssions using simple early tasks.
f. Bxperiences to teach the skill of attentton--encouraged
to be imsginative and use’ languags sxills often with rich
tegards,
lzlzJ!:"-’f-’ ot gJEfforte to foater understandtng fron advantaged peers.

I 2«)
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3, "Cures for deprivations in family affiliations.”
a. foster .parental interesats e.g. . open houses, etc.
b, nonprofeasional aids to uork with oarenta in an open door
policy. ’
..c. more male teachers--therefore salary changes atc.
d. college and high school student help. .~
e. counseling, specielists, coordinators, field trins, and
, libraries improved.
f. curriculum contents around student interests.
g. don't isolate the disadvantag d--peer inf;uence can be
important.
4. '"Cures for atatus deprivation."
- &1 earlier compensatory measures
b, small groups--partnerships, etec.
¢. deliberate group dynamics
d. emnhasis on social skills in compensatory training for
* . peer acceptance
¢. extra~curricular activities so child feels he belongs
. fi,-use of advantaged students &g role models '
5.- "Cures for low levels of self-estéem,'"
a. compensatory efforts with help from parents, teachers,
peers, etc. Warm, supportive help
b. counselor visits
c. small successes go a long way
d. avoid special classes
e. get more experienced and effective teachers in these
schools, special training of disadvantaged e.g. group
dynanics, developmental psychology communicators, ete,

Veinandy, Jane, L. Cary, M. Wagenfeld, and C. Willie. Working with the
Poor. Syracuse, N,Y.: Syracus: University Press, 1965,

Report of a three year family consultation service in public housing.

A.l. The housing project manager, the ° .usehold, and the family
consultant (social worker) each iadicated a "mujor family
problem."

2. Problems involved family economics 33%, family relations, 122
housekeeping 15, plus child behavior, health, neighborhood
and community problems, illiteracy, and police contact.

3. Pamilies tended to see only one rather than multiple problens.
The three judgmental persoectives saw major problems
differently, and what was major from one perspective was
mdor or non-existent from another. e.g. housekeeping was
the majox problem to management, 5th ranking problem to
social workers, and completely absent from the families' 1list
of problems, }

C. Useful service techniques:

1. Importance of emotional concern -~ '"caring".

2. Use of active intervention.

3. Directness - clients were confused by subtlety and wsanted
to know directly what had gonc wrong with their situation,

4, Use of a practical approach,

126 f | L
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Wright, Mary W. ' -Thé Gutskirts of hopa. In Hanna Meisanaer (ed.),
Poverti iv the Affluent Society. London'” Harper and Row, 1966.

A desctiptive article concerning Appalachia.

B.1. "It takes ‘time to be sympathetic, to listen, to hear—-to
understand a human cdndition.

s e Ll

Young, Wm. Jr "The case for urban iutegration, Social Woxk, 1967,
12(3), pp. 12=17v - —_—

4.1. Digadvantaged negro students in ‘schools with a majority of
equally disadvantaged white students achieve better than
negro students in schools with a majority of equally
digadvantaged negro students. ...

B.1. Segregation by definition means exclusion from any chance to

, influence soclety .and advance self interest; thus, segrgation
can't be used to build organized power bases! within the
. poor. community..

C.1. Lntrance of negro into msinatream of nation 8 economic life

is a top priority, and integration is, a prerequisite.
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In this gection an attempt has been made.to present in more
integratéd forw, the information contained in.the abstracts. This
has been done by grouning items with similar content under'nine
major headings. The headings are:
I The family unit o
11 Negativism toward the poor
11T 1Impact of noverty .
IV Behavioral characteristics of the poor
V Inferred psychological characteristics of the.Door
VI Characteristics of thought nrocesses and verbél skills
of the poor
VI1 The disadvantaged tlegro and other minority groums
VIII Education and the disadvantaged
IX Recommandations for education of the disadvantaged.
In the pages that fcllow, each set of items is presented in a
standardized way. First a number of 6ub-headings are enumerated
and the names of authors vhose werk is relevant are cited. Then all
the sources for that section are listed, Then on subsequent pages
appear the details relatinpg to the sub-headings.' Each sef of items
is thus kept serarate from the others. Such a renaration should not
be taken to imply that there is no c~mmon ground between them. In
fact, the sets of items have been bq: in an order so that no greal

difficulty 19‘exneriénced 1n'paasing from one to the naxt.
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I. The Family Unit

A.

B:

E.

Definition

- Géiamar ‘& LaSorte, 1964

Sociologfcal Claraéteristics of the Multiproblem Famjly -

- ¢dsimar & LaSorte, 1964

Bernstein, 1964
Meyer, 1963

Psychological Characteriatics of Mu]tintoblem Family

Gelsmar & LaSorte, 1964
Bernatein, 1964

Meyer, 1963

Thursz, 1967

Formation and Dissolution of Fanily Unita

Smitson, 1967

Gelsmar & LaSorte, 1964
Chilman, 1967

Herzog, 1966

Hunter, 1964

Mayer & Schamess, 1969

Child Rearing Among Poor Families

Social Service Review, 1966
Konopka, 1966 =
Celsmar- & LaSorte, 1564
Jeffers, 1967 .

k‘Chilman, 1967
Runtexr, 1964

,McCabe,-1966 S -
.. Sourges it
Smitson, 1967,
" Billingsley & Billinpsxey, 1965
" Social Service Review, 1966 @
Konopka, 1966
Geismar & LaSorte, 1964
Jeffers, 1967
Chilman, 1967
Herzog, 1966
Hunter, 1964
Bernstein, 1964
McCabe, 1966
Thomes, 1968
Thursz, 1967
Mayetr & Schamess, 1969
Heyer, 1963
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I. The Family Unit.

A. Definition of the multi-nroblem family, ‘a fanily with dis-
_organized social functioning with regard to (1) relationships
insidz the family, (2) retationships cutwuide the family, and
(3) task pexformance in areas of health. economic and house-
hold maintenance. Descriptive terms used in reference to such
families: hard-core, sociall delinquent, deprived, hatrd-to-
veach. (Geismar { laSorte, 1964)

B. Sociological characteristics of multi-problem families
1. poﬁerty (Meyer, 1963) (Geismar & LaSorte, 1964)
2. economic dependency (Meyer, 1963) (Geilsmar & LaSorte, 1964)
3. generational transnission of probiems (Meyer. 1963}

4. frequent membership in racial minority groups, new-
" comers or marginal workers (Meyer, 1563)

5. mobility (Bernstein, 1964)

6. younger families with fewer children out of the home
{Gaismar & LaSorte, 1964)

C. Psychological characteristics of multi-nroblem familfes
1. interpersonal instability in family (Gelsmar & LaSorte, 1964)
2. absence of fanily cohesion (Geismar & LaSorte, 1964)
3. weakened ability to deal with stress (CGeismar & LaSorte, 1964%)

4, unrealistic expectations and lack of planning (Ceismwar &
LaSotrte, 1964)

5. orojection of blame for problems to outside entities
(Thursz, 1967)

6., fanily distrust of outside agencies (Thursz, 1967) (Meyer,
1963)

7. damaping affect of fomily instability on children
(Bernstein, 1964)

D. Formulation and dissolution'of famiiylnnits

1. multi-problem families experience a shorter amd more
conflictual courtship history than non-problem femilies

(Ceismar & LaSorte, 1964)
. 2. illepitimacy )
&, more pre-matital pregnancies (Geiamar & LaSorte, 1964)

b. feelings of shame abcout out-of-wedlock pregnancies
Mayer & Schamess, 1969) .
3.'partial families' formed without benefit of legal union
40 (Hunter, - 1964)
‘A‘ @ marriage
T T‘ a.:early marriagé hgés for partners (Ceigmar & LaSorte, 1964&)
o :
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D. 4, b. greater age Jifferences for partners (Geismar &
: iLa Sorte, 1964) .

c{ uﬂrealistic experiences of married 1ife (Geismar &
LaSorte, 1964)

d. high rates of mdrital conflict (Chilman, 1967)
B, Child rearing among poor families

1. the child's significance for poor families

a. generally, poor parents care deeply for children
(Jeffers, 1967)

b. wives of problem families place lower value on children
and have & more negative attitude toward pregnancy
(Geismar & LaSorte, 1964)

. ¢. child in poor farily 1s often a nuisance. particularly
when children begin to assert independence (Konopka, 19648)

d. child is often a scapegoat for parents' qnger
{Xonopka, 1966)

2, fswily structure and chiid rearing
a. one-parent families -

i. many lower class families have only one parent,
the mother, present (Xonopka, 1966)

‘ii.'many slun children, particularly Negro, live in
: one-parent households (Hunter, 1964)

ii1. developmental and {identification gaps for the
-« - children are inherent in female-headed families
(Hunter, 1964}

o “1v. child's perception of the mother is as teacher,
e protector, and disciplinarian in female-headed
TN families; these perceptual attributes given to
fathers in two-narents families‘(Thamas, 1968)

v. feeling fuvolvement of children with the absent
father 1s not strong (Thomas, 1968)

rvi.”girls uith ebsenc fathers exnress more hostility
ard less groun involveuent than comparative
fathar-present girls (Thomac, 1968)

vil. glrls are more negatively affected than boys by
© - an absence of the father from the home (Thomas, 1968)

b. spacing of .children

1. less family planning in’ muLLi*problem families
(Gelsmar & LaSorte, 1964) .

11i. with large, uaplanned famiiiea, mother 1is unable
to individualize the children (Thursz, 1967)

414, lack of poal commitient in child rearing, with
" main emphasis on simply 'staying out of trouble'
{Chilman, 1967)

8 .
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b, .iv. parental sense of apathy in handling child' 8
behavior (Chilman, 1967)

v. harsh and 1nconsistent diacipline, largely physical
controlling methods (Chilman, 1967) -

vi. authoritarian child rearing (Chilman, 1967)
vii. oother as chief child care agent (Chilmarn, 1967)
viii. father is perceived larpely as a punitive figure
(Chilman, 1967)
ix. child is forced into an abrupt and early ylelding of
dependence (Chilman, 1967)
poverty-situated narents exhibit to their children
a revressive, nunitive attitude toward sex (Chilman,
1967) . o
xi. alternate and confusing encouragement and restriction
of aguressive behavior of children by parents (Chilman,
1967)
xi1, constricted, rigid ecvironment for children (Chilman,
1967) : :

c. child rearing practices of the poor are shaped by and
adaptive t> poverty (Chilman, 1967)

®

d. child rearing patterns of the very noor are maladaptive
to our society in the areas of mental health, educection,
social acceptability, and moral behavior (Chilman, 1967)

identified maternal patterns (data re: Negro and Puerto Rican
mothers)

a. under-protective in that they push child to assume
responsibilities early (McCabe, 1966)

b. over-protective of child's outside activities (¥cCabe, 1966)
c. the mother 18 often a competing sibling (McCabe, 1966)

other factors bearing on child rearing

8. income restricts child rearing ontions (Jeffers, 1967)

b. family environment may vary markedly over relatively brief
periods of child-rearing time such that opportunities for:
growth and development may vary markedly among children
of different cges and different ordinal positions
(Jeffers, 1967.
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I1. Negativiem Téoward:the Poor and Pover;x by the Non-poor
A Discarnible in Myths About the Poor ’

Simon, 1966 Co
Hayer & Schamess, 1969
"Parkham, 1968 o

' B.' Non-pédr Superior Attitude Toward Poor
" Simén, 1966
C. Negative Views of the Poor

'Simon, 1966
Chilman, 1967
Haggat.rom, ‘1965
Miller, 1965 ~ °

D. Mechanigms for Pegpgtuation of Neg;tivism

. Simon. 1966 .
" Chilman, 1967
Haggetrom, 1965

Sources

Simon, 1966
" Chilman, 1967
S ' Haggstrom, 1965
L L ‘ K . : Miller; 1965
ST S SR vorro o . (Mayer & Schamess, 1969
SN : ot Meyer, 1963
el N ‘ o ) _Parkham, 1968
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II. Nepativism Toward the Poor and Poverty by the lon-poor

A.

Negativism disceraible .in m’ths)about the poor .

1, myth:
2. myth:
3. myth:
4, myth:
5. uyth:
6. myth:

7. wmyth:

the poor are lazy (Simon, 1966)

the poor are unwilling to wo?k (Simon, 1966)

the poor are loafers on welfare (Simon, 1966)

the poor allow personal uricleanliness (Simon, 1966)
the poor are satis:ied (Mayer & Schamese, 1969)

the poor are unable to sneak for themselves
Oﬁayer & Schamess, 1969)

the poor have no regard for the future (Parkham, 1958)

Nepativism 1s expressed in the self-righteous, euperior
attitude toward the poor (Simon, 1966)

Negative views of the poor

1. the peor are seen as politically expendable (Simon, 1966)

2. behavior of the pooi is seen as deliberately non-conforming
(Miller, 1965)
3. the poor are seen as maladaotive (Chilman, 1957)

4, the noor are seen as inexcusably denendent (Hagestrom, 1965)

Mechanisms for perpetuation of negativism

1. the unwillingness of the non-poor to consider the strengths
and virtues of the poor (Simon, 1966)

2. assessment of the poors' standards via middle class
values and standards (Chilman, 1957)

3. transmission of negative stercotypes to children
(Haggstrom, 1965)
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111. Impact of. Poverty or the Poor

A. Poychological Inpact of Poverty

Cohen, 1964

© . Doverman, 1966
Konopka, 1966
Chilman, 1967
:Haggstrom, 1965
Parkhan, 1968

B. iﬁpact of Poverty on Behavioral Patterns bf the Poor

Simon, 1966
Mogulf, 1965

" Chilwan, 1967
Schneiderman, 1964
Hunter, 1963
Parkhan, 1968

A ok - e L i
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Sources

Cohen, 1964
Mogulf, 1965
Dovernman, 1966
Konopka, 1966
Simon, 1966
_Chilman, 1967
Haggstrom, 1965
Hunter, 1963
Schneiderman, 1964
Parkham, 1968




B WG : p—
T TR 0 T WO MR U S omr mep men e s s n e

III.

ERIC

Aruitoxt provided by Eic:

Fev e Sl

ER— e N

-~ 127 -

Inpact of Peoverty on the Poor
A. Psychological impact-of. poverty
1. poverty leads to questioning of self-adequacy (Cohen, 1964)

2. poverty induces a questioning of societal valuea (Cohen,
1964)

3. poverty results in inferiority, hopelessness;-rage and
alienation which generate anti-gocial behavior (Doverman,

1966)
poverty creates a state of frustration fronm infancy to
old age (Chilman, 1%67) o .
5. poverty causes hope and initiative to be replaced by
recentment and apathy (Parkhanm, 1968)
B. Impact of poverty on behavioral natterns of the poor

1. the poor fail to receive their share of socio-economic
benefits from country {Chilman, 1967) (Simon,' 1966)

o~

2, poverty shapes child-rearing practices (Chilman, 1967)
3. poverty eaforces dependency (Haggstrom, 1965) (Mogulf, 1965)

"~ 4, the impoverished may share a common life style different
from that of the general population (Schneiderman, 1964)

5. poverty entraps people in a vicilous cycle (Hunter, 1963)
6. deprivation effects all aspects of human life (Hunter, 1963)

7. relative deprivation of being noor in an affluent society
is prime force in deviant behavior (Hunter, 1963)

8. poverty produces a pattern of failure'ih youth and adults
(Parkham, 1968)

9. the pOor are unable to conaume in a consumer economy
(Parkham, 1968)
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Behavioral Characteristics of the Poor 3

A.

c.

General Behavioral Characteristic of the Poor e

" Cohen;»1964" .

Smitson, 1967

‘Chilman, 1967

Simon, 1966

- Runter, 1964
‘Mogulf, 1965

Jeffers, 1967
Schorr, 1966

Life-Style B*havioral Characteristics

Miller, 1965 .
Meyer, 1963 . -

Value-Related Behaviotal Characteristics

Haggstrom, 1965
Miller, 1965

Control Seeking Behavioral Characteristics.
Miller, 1965

Characteristic Behaviors of the Poor in the Educational System

Cohen, 1964 ° ‘
Bernstein, 1964:
Smitson, 1967

' Dovermen, 1966

- Herzog, 1966

Konopka, 1966 -
Meyer, 1963

" McCabe, 1966 o
AtBehavioral Characteristics Related to Legal Norms

Hiller, 1965 .

Characteristic Behaviors of Disadvantsged, Alienated Male Youths
Bernstein, 1964

Behavioral Characteristics of Delinquent, Disadvantaged Female Ycuths
Konopka, 1966

Sources

Cohen, 1964 Piven, 1966

Bernstein, 1964 Parkham, 1968

Smitson, 1967 Geismar & LaSorte, 1966)
Doverman, 1966 Jeffers, 1967

Herzog, 1966 Chilrin, 1967

Konopka, 1966 Schorr, 1966

Meyar, 1963 Haggstiom, 19(5
McCabe, 1966 Wainandy, Cary, Wepen-
S$imon, 1966 feld & Willis, 1955
Hunter, 1964 Miller, 1965

Mogulf, 19635 Thursz, 1%6/
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IV, Behavioral Characterxistics of the Poor . ..
A._ Gereral behavioral. characteristics of the pcor

PR |

At o

1. Interactional characteristics
a. withdrawal (Cohen, 1964)
b. lack of participation in group (Switson, 1967)
c. limited participation in society (Chilman, 1967)

d. isclation from formal community association
(Smiteon, 1%67) (Hunter, 1964)

"e. socially dependent on social égcncies (Mogulf, 1965)
f£. extensive inter-neighborhood communication (Jeffers, 1967)
; . g. tends to be block dweller (Schorr, 1946)

h. in dependent relationships with forces controlling
. their lives, poor tend to retreat from or attack such
! forces (Haggstrom, 1965)

2. fFamily behavior patterns
a. child neglect (Doverman, 1966)

b. problematic family relationships (Meyer, 1963)
(Weinsndy, Cary, Wapenfeld & Willis, 19£5) (Gelsuar
& LaSorte, 1964) (Herzog, 1966) (Hunter, 19G4)

c. inadequdte familial role perfomance (Geilsmer & LaSorte,
1964) ’

d. early marriage (Geismar & LaSorte, 1964)
¢. less family planning (Geismar & LaSorte, 1964)
f. physical discipline of children (Chilman, 1967)

f. migrdté from rural to urban and are uﬁable to cope with
conditions of modern ghetto existence (Bernstein, 1964)

3. Non—categofical characteristics

a. anti-social behavior (Doverman, 1966)

¢. crisis-ridden life styles (Piven, 1966) (Parkhan, 19€8)

. _ d. unstable, interpersonal relationships (Geismar & LaSorte,

_e. performance of semi-magical, rltuélisfiﬁ acts in frequent
: attempts to change such status (Miller, 1963)

f. indebtedness (Meyer, 1903) o

g. poor housekeeping (Meyer, 1963) °

h. lateness and ﬁnképé'appointmgnts (Thursz, 1967)
) [L”‘{°:f1.‘dué to ‘enltural attitude toward tiem -

i ' " b, partly involuntary se)f-diminuition (Haggstrom, 1965)
v

b

L

' Lo

E )

]E T(:‘ i1, duélfb pas3aive aggretrivé reéciioﬁé‘to'b'essure from
lz\, punitive authorities - TR :
Pt o e
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A. 3. 1. irregular male employment (Smitson, 1967) - .

35°50% of wives and mothérs employed outside home
(Smitson, 1967)

B. Life-gtyle behavioral charactexistics

1. life zhythm includes both intense excitemeat and
passivlty (iiller, 1965)

2. behaviorax characteristics related to aearch for
" excitement:

a. prevalent uee of alcohol by both gsexcs (Miller, 19€5)
" (Meyer, 1963)

b. widespread gambling (Miller, 1965)

c. recurrent 'nlghts on the town' with these domi iant
, behaviors: (Miller, 1965)

" 1. alcoholic intake °

ii. musical 1nvolvement
i{1i. sexual adventuring

3. behavioral characteriatics related to passivity (Miller,
1965) :

.a. 'hanging around' oehavior
b. long hours of relative inactivity .
€. Valuo-rated behavioral characteristics

‘ 1. frequent verbalization of the values of the affluent with
L practice of thise same values infrequent (Haggstrom, 19£5)

2, 'trouble' and 'non-trouble-producing' behavior are both a
basis for defining status and 1nternal value conflict for
1nd1vtdual (Hiller, 1955) ¢

ﬁ. Control seeking behavioral characteristics (Miller, 1965)

1. many poor seek out reetrictive environment ¢.g. prison, army

2. express resentment of authority but seek re entry when
' 'expelled from environment” -

3. being ‘controlled’ 14 equated with 'being cared for'

4. vhén authority rvemains firm, 1nd1v1dual is convinced he
is cared for

T 3 thie desire for 'caring control' e rather frequently the
“ case with problematic behav1or of lower clasa child in
schools L

6. in achool, problem behavior does not conmand the coercive
controls 1molic1t1y sought by the behavior

E. .Characteriltic behaviors of the poor in the educational system
1. nany drop out (Cohen. 1966) (Bernstein, 1964)
2. few complete 8th grade (Smitsop, 1967)
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low educationsal ‘attainment {Doverman, 1966) (Herzog. 1966)
grade failiire (Konopka, 1966) (HMeyav, 1363)

truancy (Koénopka, 1966) - ’

diminished capacity for learniny (McCabe, 1966)

F. Behavioral characteristics related to legal‘norms (Miller, 1965)

1,

2.

frequent overt-commitment to law-abiding behavior and
covert commitment to non-law-abiding behavior

legal and illegal behavioral alternatives simultanecusly
present for like ends yilelds a choice of the illegal
behavioral alternative oecause it offers more immediate
revard with less expansion cf energy

the demanded {or sanctioned) response to certain situations
in lower-class culture involves the commission of illegal
acts. ‘

G. Characteristic behaviors of disadeﬂ;aged aliecnated male
youths (Bernstein, 1964)

1.
2.
3.
4.
5.
6.
7.
8.
9.

10,

11.

‘frequent’ drinkinp and drug use

high drop out rate
'big talk' bhehavior in attempt to hide pcor self-confidence
frcquent trouble with nolicc '

irregulaL employment

fathering illegitimate childron “  '
street dwelling . .

difficult waturational process

bizarre drees which 1s identty outlet
outwitting behavior as hchavioral asset

poor work habits end inentness in job finding and performance

H. Behavioral characteristics of delinquent, disadvantaged iemale
youths (Konopka, 1966)

1.
2.
3.
4,

"hanging around' behavior
refusal to fespond to questions
failure to consider things objectively

crowd or_group:qéadciation
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T, }gfgrred'?sycholqgical Characteristics of the Poor

A. Chavacteristics Relevant to the General Disadvantaged Populat’on

(wit 1t Snecific Refercacetto Age or Racisl Groups)

Coht 150

.- Smitson, 1967

" llaggstrom, 1955

Piveny 1966 -
Chilwman, 1967
Herzog, 1966 ‘
Schneiderman, 1964
Mayer & Schamess, 1969
Ttursz, 1967 |
Parkham, 1968

ﬁ. Characgeristics of Poor Adults (without Snecial Reference

to Sex or Race)

Jeffers, 1967
Chilman, 1967
Schoxr, 1966 ’

C. Characteristics.of the ‘Discurbed’ Child Reared ia Poverty
Hayer & Schamess, 1969 ‘ ’ _
D. Characteristics Pelevant to Aliensted-Disadvantaped Youths

(with Reference to Specific Racial Groups MNoted)

Konopka, 1966
Dermstein, 1964

Sources

Cohen, 1964

it L Smitson, 1967
lazgstrom, 1965
Piven, 1966
Chilman, 1987
Herzog, 19Y66
Schneiderman, 1964
Mayer & Schamess, 1969
Thursz, 1967 .
Parkham, 1968
Jeffers, 1967
Schore, 1966

. KRanopka, 1966

Bernstein, 1964
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V. Inferred Psychological Characteristics of the Pnor

A, Characteristics relevant to the general disadvantaged
population (without snecific age or racial refcrences)

1. no 2ccess to anxiety 1 :ducing mastery (Cohen, 1964)

2, a sense of shame from betrayed truat in others (Cohen, 1964)

A A T A R SR
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3, a sense of self-debasement from unfulfilled love and
happiness expectatiors (Cohen, 1964)

4, distrust of authority figures (Smitson, 1967)

5. suspicion of authority figures (Smitson, 1967) (Cohen, 1964)
6. conviction of being exploited (Samitson, 1857)

7. belief'they must 'look out for themselves' (Smitson, 1967)
8. impulse gratificétion tendency (Smitson, 1967)

R e

9. inability to delay immediate gratification for future gain
(Smitson, 1967) (Cohen, 1964) (Haggstrom, 1965)

10. 'overwhelmed'® state due to daily needs (Piven, 1966)
11. depression (Chilwan, 1967)

'12. anxfety (Chilman, 1967)

13, subjective otientétioa (Herzoe, 1966)

A
3

14. dirinished scnse of autonomy and rontrol of fate
(Herzog, 1966) (Piven, 1966)

15, present-time orientation (Herzog, 1966) (Haggsf.um, 1965)
(Schneidermau, 1964) :

16. & sense fcr the nersonal (Haggstrom, 1965)
17. a stress on the intimate (Haggstrom, 1965)

18, survival orientation rather than a° socia11y progressive
orientation (Hagpstrom, 1965)

19. little sense of past (Haggstrom, -1965)
20. hostility townrd the nrosperous (Hagsstrom, 1965)

21. susnicion of outsiders as threatening and risky
‘(Haggstrom, 1965)

" 22. projection of causality to external forces (Haggstrom, 1965)

23. concern for the future (Mayer &- Schamesa, 1969)
: (Thuxsz, 1967) (Parkham, 1968)

24, resentment (Parkham, 1968)
25, avathy in face of overwhelmins cdds (Parkham, 1468)
B. Characteristics of noor adults '

1, extrens loneliness (Jeffers, 1967)
2. awarencss of lack of self—deterﬂihation'(Jeffers, 1967)
|C 3, avareness of susceptshbility to unpradictables (Jeffers, 1967)
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feeling of constant vvlnerability (Jeffers, 1367)

"¢hronic uncertainty (Jeffers, 1967)

depression (Jeifers, 1967)

a sense of imnotence in child rearing (Chilman, 1967)
distrust of new experiences (Chilman, 1967)

low goelf-csteem (Chilman, 1967)

sense of defcat (Chilman, 1967)

- excitement orientation (Chilman, 1967)

identity confusion (Chilman, 1967)
attitudes adjustive to situation (Schorr, 1966)

Characteristics of disturbed child reared in poverty
(Ifayer & Schamess, 1969)

1.

2'

extrémely poor self image
deficiency in ego skills

3. view of the world as pervasively hostile

4,

feeling of being rejected by parents, achool and community

Characterietics relevant to alienated, disadvantaged youth
‘(with soecific racial references included)

1. the Jiaadvantaged female youth, adjudicated delinqv»nt

(Konopka. 1966)

a. inthrnalized feeling of rejec a

b, shame in initial exoresaion of personal feelings
¢. personal loneliness :

d. guilt stemming from their own behavior

e, negative sense of self-worth

f. self-hetred ‘

S resentment of adult 'nhoninéss’' and adult failure to
- 1ive up to preached ideals

h. hatred of easily made and broken or forgotten pronises
i. exnectation of nerfection in authoritative adults

the disadvantage wale youth, hostile and alienated
(data referent to minority eroup younpsters, primarily
Negro, Pverto Rican and Mexican-Americen (Betns;ein, 1964)

a. intolerance for 'pretty speeches'.

b. envy of middie class rewaxds

¢. damaged sense of self-worth-

d. sensa:of rejection by respectable world
e. fear of being rejected
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lcw imnulse control

weak in ability to anticinate consequences of their
behavior .

‘craving' for cxcitement

influenced by specific and concrete
distrustful of any but tangible evidence
projection of shame

low self-esteem

confused gexual identification

lack of self-confidence

low tolerance for authority

unrealistic nerceptfons
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VI. Characteristics of Thought Processes and Verbal Skilis of the Poor

A. Thought Processes
" MeCabe, 1966
Herzog, 1966

Bernstein, 1264
Haggstrom, 1965

B. Verbal Patterns

Bshal, Madaus & Winder, 1968
Herzog, 1966

Jeffers, 1967

Haggstrom, 1965

Hunter, 1964

Thursz, 1967

.Sources

. Bahal, Madaus & Winder, 1968
Herzog, 1966
Jeffers, 1967
Heggstrom, 1965
Hunter, 1964
Thursz, 1967
McCabe, 1966
Bernstein, 1964
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VI, Chatacteriqtggs,of_the Verbal Patterns and Thought Processes

of the Poor

A,

Thought processes . . : .
1. poor ability in abstract re190n109 (Mchbe, 1966)

2. diminished capacity for learning (YcCable, 1966)
3. lack of intellectual stimulation (Herzog, 1966)

4. subjective-concrete rather than objective-abstract
thinking (Herzog. 1966) (Bernstein, 1964)

5. less developed imaginative and logical powers (Herzog, 19656)
6, stress on the sensory and the detatled (Haggstrom, 1965)

Verbal patterns

1. low capaciiy for verbalizatior and self-expression
(Bahal, Madaus & Winder, 1968) (Herzog, 1966)

.2, lack of concern with grammar due to other, higher ia

‘priority concerns (Jeffers, 1967)
3. speech patterns often vary among children of same fanily
(Jeffers, 1967)
4, limited linguistic skills (which contribute to less
developed personality (Haggstrom, 1965)
5. language problems are characteristic of the slum
(Hunter, 1964)

6. the poor &s inarticulate is a fiction; th°1r English is
direct and -lear, if not grammatically coriect
(Thursz, 19.7) . )
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" The Disadvantaged Nepro (With Seélected Comments Applicable

to Other Minority Populations)

A. Digcrimination Toward the Disadvantaged Negro -
'Billingsley & Billingsley, 1965 ‘
Simon, 1966 :

B. Prejudice -

. Chethick, 1967
Gochros, 1966
Tidwell, 1967
Bernstein, 1664
Billingsley & Billingsley, 1965

C. Segrepation & Separation of the Negio.

- Young, 1967 . o
Funnye & Shiffman, 1967
Billingsley & b;]linpsley

D. Sociological Features .of Dieadvantaged Neero's Position in

Soclety - - . ... . o g
Kolodny, 1965 ‘

Hunter, 1964 . .
Piven & Cloward 1967b e

E. The Disadvaptaged Negro.Child .
Billingsley & Billingsley, 1965
Chethick, 1967

"Tidveli 1967 -
Punnyw & Shitimad, 1967
Social Service Peview, 1966
Kolodny, 1969

F. Disadvantaged Minority Grcup Y-~uth and the Racial-Equality
Movement

Bernstein, 1967
Konopka, 1956

G. Chavacterisilcs of the Disadvantaged, Minority Groun Feirile

McCabe, 1966

Sources
Billingsley & Billingeley, 1965
Simon, 1966 Chethick, 1967

Gochras, 1966 Tidwell, 1967
Bernstein, 1964 Bernstein, 1967
Young, 1967

Funnye & Shiffman, 1967

Kolodny, 1969

Piven & Cloward, 1967b

Hunter, 1964

Social Service Review, 1966
Konopka, 1966 McCabe, 1966
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: VII. The Disadvantaged Negro (With Selectesd Comments Apnlicable to

Other Minority Populations

§' A, Discrirninztion of the disadvantaged Wegro

: 1. northern discriminatica is inability to yrasp the need for
;- : special cemnunity efforts to overcome pervasive povarty,
social isolation and psychological alienation in the

¥Yegro ghatto (Blliingsley & Billinpsley, 1%55)

2. southern discrimination is mcre an effort to discriwminate
and deprive the legro of opportunities (Billingsley &
Billingsley, 1565)

3. the Vegro in all of the U.S. 1s trapped in a vicious
: cycle of discrimination in employment, housing, and
education (Sinon, 1966)

B. Prejudice.

£ 1. prejudice =ffects every Negro Amcrican's sense of identity
(ththick, 1967)

2. pfejudice results in internalized feelings of inferiority,
self-hatred, and lack of self-estecr. (Chethick, 1967)

3. prevalont stereotypeé astablished by white-dominaved
gociety give impetus to prejudice (Chethick, 1967)

P A v T

S g 2

] o " 4. no Negro of any proun has escaped the effect of prejudice
; (Gochros. 1956)

5. no Negro is without resentment which nrejudice induces;
it is merely a question of the degree to which hostility is:
{Gochros, 1965)

a. nade into self-hatred

b. acted out .
c¢. deliberately disgqised
d. reprassed ‘

e. turned into apathy

6. the Negro American in our society is stigmatized;
identifies with the stig:ates, and reacts to this
. identification in a self-denrecating way (Tidwell, 1967)

.. 7. negative attributes often pinned to Neproes are more often
a result of poverty than of color (Bernstein, 1964)

8.  Negroes coupznsate for their ncpative self-concept
© .+ (4nduced by prejudice in 'varying ways: (Tidwell, 1967)

a. apathetictvithdrnwal
'b.'hosqi;e indifferance
¢. violent redefiniticn of values

) 9. crippling handican of American Regro is A deep-scated
‘]E i(:~ ) ‘qense_of inferfority (B;llingsley & Billingsley, 1965)
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".'Ségragation and separation of -the Negro-

1, segrepation means an exclusion from any'cﬁénce to influence
society and advance self-interest (Young, 1967)

2, ghetto residents veco,nize the implicatisa of undesirabilit;
and inferiority conveyed by forced separation (Funnye &
Shiffman, 1967)

3, the Arnerican Negro is eiﬁultaneously geparate from and
‘ dependent upon the structure of soclety (Billingslev &
Billinpslay, 1965)

Sociological features of the Negro's posicion in society

1. Negroes_oécupy the botton position in aethnic rankings
* (Kolodny, 1969)

2. Negroes rapidly becoming predominant group in the central
areas of many cities (Piven & Cloward, 1967b) (Huater, 1964)

The Nepro Child

1. Negro child's problems in identification (Blllingslev &
Billingsley, 1965) :

a. Wporo child cannot identify with authoritv figures
and positions of power end influence

b. Negro child‘s eiforts to desl with autonomy rrisis are
‘severely restricted due to problems ir identification

¢. the ralative abscnce of role models occupying major
" ‘positions in the crucial institutions of soclety
presents difficulties for the Negro families who would
'have their child be souebody'

2, the 1lmpact of being Negro on the Negro child

a. each Neprc child must develop personal neans of coping
with the problem of being Negro in a white society.
Anong such means: (Billinpsley & Billingsley, 1965)

i. protest
- 14. accommodation
iii. denial

b. the Negro child has been secn to react to his self-
picture, created by prejudice, in clear and repeated
- ways (Chethick, 1967) — )

1. hyper-race-consciousness, characterized by an
especial esensitivity and an anticipation of
constant blame for being Negro

1i. color blindness during which child denies any
difference in himself and tries to be like all
other kids

{1f{. loyalty conflict for the zhil!
" ¢. Negro children internalize the largely negative
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reflections of themselves present in their environmant
(Tidwell, 1967) ' T

d. the ghetto child lacks self-confidence (Funnye &
Shiffman, 19€7) :

e. for the Negro child, the ostracism of the wider, white-
dominated community lends support for his projecting
blame for his problems onto his color (Chethick, 1967)

f. ethnic awarenzss continues to play a prominent part in
the self-perception of American children (Rolodny, 1569)

g. minority children, abandened or deprived of parents, are
difficult to place-adoptively and become agency children
without families (Social Service Review, 1966)

Disadvantaged minority youth and the racial eguality movement
(Berngtein, 1967)

1. limited belief in the civil righté movement

2. little faith in chanpge via social action

3. non-acceptance of non-violent theme

4. heightened racial sensitivity, susnicion and anger
5, little impact unon themn by anti-rvoverty program

6. deep cynicism about the system and thelir fuiute

7. disadvantaged girls have personal fight against prejudice
and ave unalipgned with any particular orgasnization
(Konopka, 1966) » :

The disadvantaged minority-group female (McCabe; 1966)
1. often are leeally rarried at one time
2, mény have had at leép; cne child cut of wadlock

3. illeritimate children concef sed In unions lasfing from
2-6 years c

4, few finieh high school, but leave télﬁctantly'

5. chrenic or acute medical prohlems are prevalent

T
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VIII. Edutation and the Disadvantaged

A.

B,

.The Slum School

Hunter, 1964
Funpye & Shiffman, 1967

Theinisadvanggged Child's View of Education

Punnye & Shiffman, 1967
‘Bernstein, 1964
Konopka, 1966

_ Bahal, Madaus & Windei, 1968

The Poor Parent's Attitudes toward the Educational Process

Chilman, 1967
Hunter, 1964

The Teacher and the Disadvantgged

Konopka, 1965
Hunter, 1964 -
Thursz, 1967

Value Otientatibn of Tcachers and Digadvantaged Populations

Schneiderman, 196&
Runte¥r, 1964
Konopka, 1966

Characteriatics of the Disadvantaged Child Relevant to School

Performance

{cCabe, 1966
Herzog. 1966

Integ;gcion and Learning Ahong the Diuadvantaged

Piven & Cloward, 1967a and 1967b
Tidwell, 1967 . :

Hunter, 1964

Young, 1967

The qup-Out Problem o

Bernstein, 1964
Cchen, 1964 and 1968
Ktaft, 1967

Society and Bducating the Disadvantaged

Kraft, 1967

Cohen, 1968

Social Service Review, 1967
Bernstein, 1964

Hunter, 1963

Hayer & Schamess, 1969

-
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Sources

Cohen, 1964 and 1968

Kraft, 1967

Pernstein, 1964

Piven & Cicward, 1967a and 1967b
Tidwell, 1967

Hunter, 1363 and 1964

Young, 1967 ‘

Konopka, 1966

Thursz, 1967

Soclal Service Review, 1967
Mayer & Schamess, 1969
Chilman, 1967

Funnye & Shiffman, 1967
Bahal, Madaus & Winder, 1968
Schneiderman, 1964

MeCabe, 1966

Rerzog, 1966 .
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VITI. Education and the Disadvantaged
A. The slum school

1. not sufficient to bring level of slum education up to
average; it must be h’gher than average to effect the
problem (Hunter, 1964)

! 2, aven 1if basic edu,ational program remains the same,
there must be noreé »eachers, counselors, rooms, materials,
and extra-curricular activities (Hunter, 1954)

3. school performance of = child depends not only on his own
e-clo-aconomic. characteristics but also on the socio-
eLonomic characteristics of the school in which he 1is
(Hunter, 1964)

4, the most immortant missfon of slum schools is to convince
8lur school. children that they con be successful (Hunter,
1964)

5. quantitative dollar difference between ghetto and non-
ghetto schools is insignificant (Punnye & Shiffman, 1967)

B. The disadvantaged child's view of education
1. education’s value for the child

‘;‘ g a, difterence between phetto and non-gheito schools 4s in

N the ghetto child's lack of self-confidence which
prevente his finding value .Iun education (Funnye &
Shiffrman, 1967)

Ll b. education is not seen as desirable by alienated,
’ hostile youth (Bernstein, 1964)

c. education intrinsically lacks appeal for alienated
youth (Bernstein, 1964)

d. education is seen as a 'way out' but too dull to have
ends justify me=ns (Berastein, 1964)

2. child's view of the school system

a. negative feelings duc to repeated failure (Bermstein,
1964)

b. desk symbolizes loveless authority and is barrier
between teacher and studant (Ronopka, 1966)

c. school 18 scene of failure (Bernstein, 1964)

3. problem areas in motivating the disadventaged child
toward educatiou goals (Bahal, Madaus, & Winder, 1968)

a. negative attitude and alicnation
b. low capacity for verbalization &nd sclf-expression
c¢. lack of role models for zducational goals
C The poor pareat's attitudes tosard the educational process
i. attitudes held toward the achool system
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a., fear and distrust of school gysten prevalent

- -b. dieadvantaged parent often seces the school as an
authority over which he has no control (Hunter, 1964)

2. attitudes toward educ:tion
- a. acadenic achievement not highly valued among the very
poor (Chilman, 1967) .
b. low cducation level of parents often leads to a 'what's

eood encugh for me is good enough for my kid' attitude
which impedes a child’e education (Hunter, 1964)

c. disadvantaged parent may fazel embarraasment about lack
of education and fear his child's surpassing him
(Hunter, 1964)

The teacher and the disadvantaged

1 the teacher as alien
a. rost teachers of disadvantaged live outside the school
neighborhood and are often viewed as strangers with
power {Konopka, 1966)
b. teachers do not know kids' environment (Hunter 1964)
(Konopka, 1966
2. the teacher as unprepared to teach the disadvantaged

a. teachers are not trained to handle speclal problems of
slum school setting and slum children (Hunter, 1564)

b. teachers are not helped to adjust to differences in
thrir own and their children's cultural and value
syster (Hunter, 1964)

c.- failure by professionals (teachers) to communicate with
the poor may be due to a desire to manage the children
rather than to engage them (Thursz 1967)

Value orientation of teacher and disadvantaged populations
1. value differences between teachers and the impoverished
(Schneiderman, 1964) (Hunter, 1964)

’ @&, teachers prefer a' 'mastery over nature' value orientation
while inmpoverished demonstrated equal preferences for.
. 'harmony with nature' and 'subjugation to nature'
. .value orientations
b, teachers showed sighificant preferance for 'future-time'
"value orientation while the impoverished showed value
.. . preferences for 'present-time’ orientation
" ¢. teacher preferred a 'doing' human activity modality
value ortentation .
teachers engaged in teaching the dispdvawtaged may be
_engaped in an inter-cultucal caterprise auu may expect
problems: (Schneiderman. 1964) (Konopka, 1966)

"~ 4. in communication
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“11.71n jotnt goal ‘detting efforts

teschers and the impovereished begin from different first

" appumptions about 1ife and its major’ otganizing values

(Schneiderman, 1964) )
3/4 of the teaching population is middle class (Hunter 1964)

F. Characteristics of the disadvantaged child relevant to school
netformance : . :

characterietics relevant to children of one-parent families
"(McCaba, 1966) '

© . a. low percentape rate 'good' on general adjustment in school

b. higher than average.abéence.rate

¢. poor ability in abatract reasoning, vocabulary and
general information

gome commonly assumed charecteristics (Herzog, 1966}

- a: low educational lovel and achievement

1.

b. inadequate verbal skills

"c. inadequate iatellectual etiﬁulation_’
‘d lack of motivation for education
.G, Integration and learning enong the disadvantaged

racial integration in the school

‘a. intcgration of poor whitesg and.poor Neproes does not

improve levels:in either group (Piven & Cloward, 1967b)

b. lowar class Negro schools are sisnificantly inferior to
middle class white schools (Piven & Cloward, 1967b)

c. the Negro ‘child cannot identify with the predominantly
white literature and niddle class curriculam (Tidwell,
1967y - .o - . .

d. raolal nix is important for good educatlon {Hunter, 1964)

e. the Negro child surrounded by whites in achool setting
perpetuates the Negro child's forming an image of self
- through white eyes (Piven & Cloward,. 1967a)

“f.'dieadvantaged Negro atudents in schools with a majority

of equally disadvercaged white students achieve batter
than Regro students in schopls with a majority of
- equally disadvantpged Negro students (Young, 1967)

‘"éi 15d#-c1ag8 ‘children pust have compénsatory education

‘proprams- as well as racially mixed classes {(Hunter, 1944)
socio-economic integratioﬁ'in”thé'séhéola

‘Bl aixing niddle class students with lower class students

.. has a beneflctal effdct on the lower class students
*"ahd doés not diminish ‘levél of “achiéevement of the middle
clase children (Piven: & Clowaxd,  1967b)
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5 uT0UB, séhemes for: providing best economic mix of middle class
and ghetto children are impractical and incffective
(Piven & Cloward, 1967b) T ’

H. The drop-out problem

1. the drop-out rate

a. lower :lass individuals experlence high drop-out rate !
(Cohen, 1964) \

b. more than 1,000,000 youths fail to complete 8th grade ;
each year (Cohen, 1968) o

2. some causal elements of drop-out anong the'diéadvantaged

a. drop-out is due partially to econonic necessity
; (Cohien, 1964) '

b. drop-out rate is relatad to the fact that the school
systen is organized around the learning gtyle of the
more affluent child (Cohen, 1964) Lo

c. scrinping of educational appropriations results in hizh
drop-out rates (Kraft, 1967) A

d. the dehavior of hostile, alienated youth often leads
them to become 'pushouts' as much as drop-outs
(Bernstein, 1964)

1. Soclety ard educating the disédvéntaged

1. the effect on soclety of inadequately educating the
disadvantaged

a. educational scriping contributes to fﬁnétional
1liiteracy (Kraft, 1967) Cy

b. absence of the opportunity to learn and develop skills
meens that disadvantaged children face being poor
aduvlts snd the bearers of poor éhilqrén{(Cohen, 1968) .

2. the disadvantaged in society's educational system

a. in U.S. school system, many children are not given
their legal vights with regard to alternatives to
putlic schooling and with regard to suspension
precedures (Soclal Service Review, 1967)

b. sub-lower and minority youngsters have no access to or
cannot effectively utilize educational opportunities to
achleve personal satisfactional and status (Bernstein, 1964)

¢. public school syatem has never effectively engaged or
educated lower class children (Hun;er, 1963)

d. society has educationally sorted children into manual
and non-nanual broups based on their soclal class
rather than their basic endowment (Hunter, 1963)

e. the disadvantaged child feels rejected by school systen
(Mayer & Schamess., 196%)

;.156 :
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o IX. nRecomnendacioné Relevant to.Educating the Disadvantaged and for
" Improving €heir ‘Situation - ‘
A, Education

Cohen, 1968
Funnye and Shiffman, 1967

. Piven and Cloward, 1967b -
Sieon, 1966
Bernstein, 1967

" - Chilman, 1567 -
Bernstein, 1969

: Thursz, 1967 . ‘
Social Service Review, 1967

B; Job Qpportunitiea

Cohen, 1968
-Sioon, 1966 .
Bernstein, 1967
Parkham, 1968

c. H ousing
Funnye and Shiffman, 1967

Simon, 1966
Bernstein, 1967

D. Income Stabilization

. - Bernstein, 1967
RS : Meyer, 1963
- Parkham, 1968
E. Techq;gpes for Working with thao Disadvan;gged

.. Cohen, 1%64%
.-~ - Bernstein, 1964
. -5t . .. Weinandy et al, 1965
Jeffers, 1967
Weight, 1966
‘Thursz, 1967

stls Meyer, 1963 . ;
iﬁt . ‘Gochras, 1966. : - )
3%;2 F. For Inprovement of the Black Position s
&L " oL 'Ptven aud Clovard, 1967s and 19670

T NG, [T 75 | 1967 1 -

5, VU et oggin, 1966 o et et

ﬁé?' ERLERET - T Miscellaneous T :

?%l Barnatein. 1967

-
-

“OMcCabe, 1966 . .
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4+, Sources

Cohen, 1964 and 1968
Simon, 1966 :
Bernstein, 1967
Parkhanm, 1968
Bernstein, 1964
Funnye and Shiffman, 1967
Piven and Cloward, 1967a and 1967b
Chilman, 1947
Thursz, 1967
Social Service Review, 1967
Meyer, 1963
Weinandy et al, 1965
Jeffere, 1967
Wright, 1966
. Gochras, 1966
Tidwell, 1567
McCabe, 1966
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IX. Recommendations Relevant to Educating the Disadvantaged and for

Improving their Situation -

A, Education . N
1. quality pre-school program for poor children (Cohen, 1968)
2. rapld school integration (Funnye snd Shiffman, 1967)

3. removal of inequalities of teachers and programs in
ghetto schools (Piven and Cloward, 1967b)

4. more educational resources into imner city (Simon, 1966)
(Bernstein, 1967)

5. smaller classes for the poor (Bernstein, 1967;
6. teachers dedicated to the sluwm child (Bernstein, 1967)

7. flaxible and imaginative administration in ghetto schools
(Bernatein, 1967) -~

more socisl workers in ghetto schools (Bermstein, 1967)

ghetto residents as leader aides in ghetto schools
{Bernstein, 1%67)

10. more curriculum adapted to needs of alienated children
(Bernstein, 1967)

11, divided educational experience for very young children

‘e ,:ﬁ in low-income families {Chilman, 1967)
ST 12, experimentation for enrichment programs for the older
e, poor (Chilman, 1967)

37}; 13, expanded schocl services in slum schools (Chilman, 1967)
: 14, curriculum which makes sense to poor kids (Bernstein, 1964)

15. interpretation of personalities and problems of ghetto
children to g&chool administrators (Bernstein, 1964)

16, adequate study places for poor children (Barnstein, 1964)

17. remedial tutors for children with learning difficulties
(Thursz, 1967)

18. appropriate suspension procedures for low-incomz children
with behavioral problems (Social Service Review, 1967)

19, good relationships for learning problem-poor children in
which the increase pleasure in learning (Thursz, 1967)

20, prevention of the attitudes of hopelessness in either the
teachers of students f{a ghetto children (Bernstein, 1967)

B. Job opportunities

1. taproved job opportunities for youth and progrema which
will increase their earning capacity {(Cohen, 1968)

2, more and batter jobs, rather than just training for
exieting jobs (Simon, 1966) (Bernstein, 1967)

3. adequatae 1iving wages (Simon, 1966)
.9
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. 4y public work programs with on the job training (Bernstein,
H '1967) .. .

5. increased hiring by private businesses of ghetto youth
(Bernstein, 1967)

. 6. ghetto youth in community service jobs (Bernstein, 1967)

7. low-income personnel in public welfare (Parkham, 1968)
. .8. avoid hiring poor into 'dead end’ jobs (Parkham, 1968) \
C. Housing

1. rapid integration in housing (Funnye and Shiffmen, 1967)
2. more low-income housing (Simon, 1966)
3. improved living conditions (Bernstein, 1967)
D. Income stabilization
1. income increases for the poor (Bernstein, 1967)
2. guaranteed ‘annual income (Bernstein, 1967)
3. etimination of economic insecurity (Meyer, '1963)
4. larger assistance grants (Parkham, 1968)

5. less complicated assistance application systems (Parkham,
1968) .

- B, Techniques for: working with the disadvantaged

1. providing opnortunities for achievement which have carefully
planned assistance for maximizing likelihood of success g
(Cohen, 1954)

2. specific alternatives to anti-social behavior (Bernstein,
1964)

3. emotional cancerns'and"'caring"(Weinandv et al, 1965)
4. directness rather than subtletj (Weinandy et al, 1965)
 }‘§. practical approachus (Weinandy et al, 1965)
6. villinguess to listen. and respond with respect (Jeffers, 1967)
7. acceptance access, confidence and competence (Jeffers, 1967)
8. time for sympathetic understanding (Wright, 1966)
9, concretentas (Bernstein, 1964)
10. patience, faith and skill (Bernstein, 1964)

11. distinction between bad behavior's unacceptability and
acceptability of the person (Bernstein, 1964)

12. utilization of crisis to teach slternative behavior
(Bernstein, 19%4)

13. rewarding restraint (Bernstein, 1964) ]
14. abiding interest (Bernstein, 1964)

]El{Jf:‘ 15. support (Bernstein, 1964

180
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16. providing selected 1ife experience to poor children to
increase their sense of ego-adequacy (Thursz, 1967)

17. an understanding of individual families (Meyer, 1963)
18, ! reaching out' (Meyer, 1963) A
. 19; when vhites attempt to help blacks (Gochros, 1966)
a. quick direct explanation of social attitudes

b. no demand in discussion for immediate rationality
. ¢. acknowledge validity of just complaints
‘d help ventilation of anger .
e. heln to change environment rnther than accept it.

F. For imrpovement of the black nosition

prejudice (Piven and Cloward 1967a)

2. increased black pride, black solidarity and black power
‘ (Piven and Cloward, 1967a) )

3. separate ghetto.organization and heightened awareness
of distinctive _poals (Piven and Cloward 1967b)

;J\ 4, integration should be understood not as the mingling of
o bodies but as participation in and shared control over
R major ‘institutional spheres (Piven and Cloward, 1967b)

5. Negroes ‘must increase social pride (Tidwell 1967)

'fﬁf" 6. Negroea ahould be helped to deveLOp identity separate
. from color (Tidwell 1967)

7. greater intepration (Simon, 1966
- G. ‘Migcellaneouys recommendations - L
1. more gervices for. the poor.(Bornstein, 1967)

2. greater intervention in medigal help funds, budgeting,
home management, interperaonal relations, dependency
problems and parént-child relationships (McCabe, 1966)

-

1. atrong counter-vailing ethnic community to fight rajority
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SECTION 1V
SUMMATION

It is the purpose of this section of the report to attempt to
establish a link between social work and educetion. This link will,
hopefully, make it possible for education to take advantage of nany
of the insigh 's and understandings that have been developed in its’
sister discipline. More particularly, it is hoped that the ideas
gererated in the consortium and discérned in the literature search
will prove useful for designing a new, realistic and relevant program '
for training teachers of disadvantaged children. At the oulset then, .
it seems appropriate to touch on some of the commnon, and ‘uncommon
ground held by the two discialines.

Education - Social Work Similarities Co
Both educatiqn and sacial work are informed by the highest of

unselfielr motives. Both state theiv goals. in terms of improvement of
society and the enhancement of the.individual. Both are service
industrias engaged mot in the two-wuy negotiation and maneuver of
econoric exchange but in the one-vay contribution of a service expertige.
This {s not to say that social workers and educators do not get
gratification or reward from their activities-~-they undoubtedly do--but
merely to point out that the recioients of the seruice are entitled

to it by vight and have no immediate obligatfon to tender anything in
return, - For this reason, both education and socisl woik receive their
support (largely) from the polis.. -The state, in its wisdor, has decreed
that for theix own good, its subjects should be educated. It has also
declared that 1“8 educated subjects should not become dysfunctional
within society. - It has concequently set up institutions to combat the‘.
evile of ignorance aad social maladjustment, and promoté the virtues .

of education and socisl adaptab{lity.

However, both educatlon and social adaptability are variable
quantities.” Oneé man's eduration 1s andther's ignorance.” One man's
social raaponsibility is another's delirquency. ' For example, tte minimum
requirements for dppointment to most universities is s Ph.D.--a mere M.A.
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is not enough., Similarly, not everv citizen neticulously obecrves
traffic repulations, tax laws and injunctions against sexual promiscuity.
Because this 18 tha case, both cducation and social work have in common
a retreating horizon. Whatever amount of cducation is nrovided, more
could be done, and done better. Vhatever social remediation is
accomplished, more could bgyundertakeq and achieved rore efficiently.

One of the critical effecte of the retreating horizon i that,

for entirely undefetandable political and cconoric reasons, limits have
to be set. The grass amount of educafion and social service that
gociety ﬁermits 15 subjected to limtta;ion. But, not onrily 18 the gross
over-311‘amountlfeétricted, the amount made aygilable‘to snecific
individuals 1s réstricted‘aiso. Society is thus faced with twe
continuing problems: (1) fo décide how much education and social
service to furnish in general, and (2) to dacide the quota permitted
to different individuila within the systems, It 1s at this noint of
course, that societal ideals run into life's harsh erigencies. The
ideals of maximisation of individual potential and equality of

) opportunity pose practical problems. In both educ«tion and social work
{7 it 1s the least disadvantaged who produce preatest societal return for
' least effort. Urder the systam-conditions that obtain at present, it
is e brighter, socially well adjusted child who can be educated

rore easily, for longer and with freater return on the canital investad
in his education. By contrast, the'duller, less well adjusted child
produces 8 smaller dividend. It is fair to rav that the greater the
intellectual or social "handican' the more difficult and more exnensive
is the service necegsary and an well, the less vewarding, imn absolute

Lﬁ_ terws, 18 the outcome.  Of course, in relative terms the achievement, -
;;: by both teacher and vrupil may be immeasurably more {mpressive. For
?L: example, tha nature of hearinp and sneech defects and their consequences
i? are such that for.a h2arihg defective child to even learn to 8nesk,
;ﬂ represents an athievement that wmore than compatres with a normal child's
;&: graduation from elementary school, In & eimilar way, the more scveraly'’
‘ socially damaged a child 18, the greater the investment of time, effort
| and money necegssry to overcnpe his disadvantage, and consequently the
o greater the relative echievement.when success ensuas. ,
EE l(:‘ In one sense then, both social.work and education inherit
P o v
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frustyation - Both know that moreieculd be dond tu cnhance:the
educational and.social-wolfarce-of soclety. ..Both know that, more often:
than ‘not;. they de incomplete and inadequate jobs.- Both know -that -
L.elr cuastomerd.do.not rdaceive the best service dndicondequéntly do . -
not come-to realize (in both.sensés-of -the word) their-own full » .. .
potentisl.. Consequently, bath professions fall victim to formal and .
informel presgures;.(from botk insidd -and outside- thedr organisatinn)
to subscribe to the idea of relative obj.ec.tiyes....For--ﬁxample, .given the
pattern.of higtory, it -is realistic -to praddct that the nafority of
disadvéntaged children will grow up in gdventy‘, drop outyof school:u: -+
prcmatu.nely. change -johs frequenuy, have fixst: haod experience ofs wrert
anti-gocial ‘behavior, remain economically deprived, be. ove;‘l? sub‘janéed
to 111 health and. receive. 1nadequate ‘hospitalizdation and: so on. .THe: !\ -
school, to be realistic, shoutd ‘both- recognize the facts of dieaglvantage‘d
life and be -concerned about assuring survival inr it.. However, were it ..
to do so, it would st the séme time be -giving tacit recognitior to
the fimrehability of the  equality oé opportuntty -idedl. . Caught tiws in :
a troubling dilerma, the: present-day school has tended to -fall betveen:
the horns,:-. On the one hand: it, has given-iin sexrvige to the: equality:. - -
of opportunity .myth but an . the other it has declared the student:raw
material to ba impossible %o work with. Teachers, recognizing the .
improbabi)ity of. their being able to overcome successfully both the - ...
causes: end effects of economie disadvahthge,: have sought refuge in
rationalisation.. One of the terrible results of the rationalisation :
has bten:that teachers and taught have become victims of thetlself- -
fulfilling prophe;c « =The low:expectations:.of the:tesachers are.readily
comrunicated to the pupils who,' predictably, live un, or rather dowmn: s,
to-them, o . o o o T T e e TR 2T G '.:".-' ’

To some oextent, social work is vigited. by- the same: af-fliction, -
Where sprisl workere are concerned:with helping -the,socially mal-. .- ... :
functipning: individual: to, 'make-out'y the definition: of . 'making-out’
has to;be environment relevant eud therefore envi‘nonmentally-.telabive..-: i
For exapply,-the problem of whether an unwed: mother. should kecp.her: - -
111egitlmhte child. 18- soeq;, for; puidahce, purppaes, as the weighing.up. :
of consequentipl alternstives) foyr exampls,.what, sre the likeiy economie:
effects of taking.arcertain decieipn, what:nrovision ean be mads for . .
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the care of-the_'chi»ld, will- it b'e"uossibl'e to keep a job, cte,, etc,
Inevitably; the’ée'consequenc‘es atei'relative to ‘that mother, her t
resources andrher . environment. ::-I=f‘ eﬁe rand ‘the ‘enviro'dmeht aré deprived
then the ¥ational-solution to-her problem permita a few alternates.’
If, on the ‘other haﬁd,"sh'e'and' hor environment are privileged; ‘more -
options dre available.: To ‘such ®n extent then, social work too is -

caught 'up it eatablishing gelf-fulf{llfing utOphecy bYoundaries beyond
which it becores increasingly !difficult to go. P '

- Edudation and soclal work-also shate a number of organisational
features. Characteriatically :both bre part of tbe public séctor.’
Their support: ‘comes fxom governmént and “their’ neraonnel are public '
airﬁntu . This slaces both mets of profeseionald in‘a pecunat
relationshig to tiie public ‘they ‘serve. :Theé bublic hires them, - fires:+ -~
‘tham ‘and -in other ways eiterts proprietory :influences that are jubtified’
on the 'he who pays the piper, ‘talis ‘thevtune' -principali: At the’ sane ’
tize the utility of the professionals -to the public depends’ on the

o expertisa-~by definition, exclinive exnertise-~that’ the profeasionals
have. - 'So’ to thip éxtent the public 1s ighorant of bath zducatidh uhd
social' Velfare--thay are irce .eble of makin“g: rationgl judgements about -
the practice: -of educdtion and so’ 18l v.ofi:. - Thay: are of ‘coursd  capabte -
of havinf opinidns and of exarting théir political and:economic power -
S ovar both professions, but such a capatity for the ekertiwe of bower; «
’ is not 'to b confuded:with ‘capability -to makb  seund educatiohal; or: - -
social work: judchtients.  As a result of this staté of ‘affeirb, both < i =
professibhe have the double problems of protecting their leoitimtely
exclubive’ domain from public inttusion and of bcmenrring to- the-t' ':i it
legitimate deands of a concerned and affected publie.” = = "7 o
A further organisational characterietic held in common by social>’
vork: ahd’ edutution 1s the hierarchical charatter:of their administrative
structure. ' Both are chatacteristically-butcauctatie¢-~buréauckatie in -
the Weburiah' sefise ofithe’ term, not thd everyday pekjoritive eense.’: -
. The othanisatiohal structure of social work is chatacterized by the - =
R division'of labor;-dpatifization of ‘rules’and tespondibilities; whideh ¢
in torn-ebdt on the two ndmin;ctratgvhiprinclplesz-nf‘:-eobfainatiani"’*'P:-’-"-‘
and ‘spuctatisation.: Becciwe adutation in’sinilarly plhced,'both-: =

+

EMC profenlona' have similet Stpanisationsl prodletis. 'But whether thetir' !
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'redpective adjustments. to.them are identical or not is something that
will merit discussion later.

" Athird organisational characterfstic'that is common tc the
two, '{s' the fact that both have university baeed' training programs.
The preparation of both social workers and teachers is aubject to
the influeitice of the organisational structure that is peculiar to
universities. They therefore have #n common provlems 6f; dinstitutional

‘status; relationships with othe. disciplines; 2nd reconciling their

training function. with their educational function.

‘All:this yurgests that the misrant from education to social work
or from social wirk to education would not find himself In completely
foreign ter¥itcry. Nonetheless the countryside ifs not identical.
Consequently, some brief attention needs to he piven to some of the

more major diacernable differences.

Social Work - Fducation Differences

"In one sense socisl work {s natholopy oriented. 1Its principal
concern is to remedy social illness. .The {llness may be manifested
within {ndiviudals, within organisations, within institutions or within
society itself. For this.reason .it is nossible to find social work
service agencies operating at all.levels, nroviding consultative and
guidance se;vices:to_indiyidualq rich or. poor and to organisations large
or small, .1t is probably fair to say that whatever social work agency
exists, exiats as a result of a percefved socfal il). So whatever the
service supplied may be, it exists to help remedy a problem--whether
the problem i{s eccnomic ingecurity, vocational ignorance, psychological .
or psychiatric disturbance, delinauency, crime, ill health, or the
like,. What 48 more, the problem is an immediate one. This man 1is ..
jobless now; chis family ie fatherless now; this child is before
juvenile court now;  this youngster %8s a dope addict now; this school

. has too many drop-outs now; this ex-patient of a psychiatric hospital .

needs continued support now--and eo.on, and so on. One consequence
of this endemic state of affaire is .that social work is essentially
problem orien:od. ite catch ety miaht vel. be "uhat 8 vrong By
contrast. education is not., True, each child poses a kind of problem
in that his ultimate educational stateé 'is supposed to be better than
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his-initial one... But-the problem, for the nost part, is not-pathological.
Ignorance does not necessarily represent a patholoeicaliconditidon. This
is becaugse we have come to appreciate the«: developmental nature. of the
learring.nrocesa. We can accept:from a ten yeer old- asperformance that,

were he four years older, we would judge to be ignorant. True we

accept the idea of relative ignorance. Children who are not achieving
at-a rate considered -consistent with their estimated capacity are seen
as relatively ignorant. So are others whose nerformances fall appreciably
below the norm for their ape. And-of course, provision 1s wade in
education systenms. for remedial work to be undertaken with such childrer.
But .the point, that is beinp made here is thgt in education, such .
problems ‘(pathological problems) constitute a much more limited part

of the educational enterprise than they do of the social work one. The -
vast majority of social work problems verze towards the extreme that
would be recognized in education as 'apecial’.

v"..'}‘ One consequence of such a state of affairs is that in social

work thé ‘probiem is much more clearly defined. If the issue is economic
then its “esolution will be in economic terms. If the issue ls S
otganisational, it will be resolved in organisational terms. If {t

is peychiatrié, 1£'it 1e sGeial, 4f 4t is physical, 1t will bé resolved
in psychiatric, socisl and physical térms respectively. -Purthermord,

i

Bl because the problem 1s defined and because it is immediate and because
y attempts at ramediation'arc directed tovards as quick a solution as
possible, its success or failure is relatively apparent. As a
conséquECe 1t 18 (theoretically) nossiblé for social work ‘to modify
{ts rractice’ relatively quickly in the ifght ¢f {ts results. % Conttast
this vith cducation where the goals Bf the enterprise ‘are both diffuse
and dlstant. For examplé, although the meaninpleésness of the phrase
"educating the whole child" has bevore Yecop:ized, the 1dea that
education {a concerned with the devdlopment of mény facets of a child's
capdcity, 1s widely accented. Also accepted is the idea that the
{mmediats: objéctives, though important, are less imjortdnt then the
grande£”6édr-afching'bhés that 1de in the digtsnt fucnfeu I€:1§ dore

e e
L] *

* This 13 not to imnly that, the social worker's taak is not complioated
nor ‘multi-fadated. ~The emphasis Hera is on ke word 'relative -
o gocial work xelative to educatiany.,. .. : .- . Ay .
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important for example, to equip a nunil to live a profitable and
satisfying life as an adult than it is for him to master the concept
of multiplication now. Furthermore, becauge the future ies indefinite,’
and because education’s objectives are somewhat enhemeral in contrast
with the concrete and realistic character of social wérk objectives,
this difference is not without sipnificance. Also significant i{g the
nature of the gocial worker-clinnt relationship in contrast with the
teacher-pupil relationshin. Although it is part of the aducational
ethic to argué that ‘the teacher 1s concerned with tne uniquenesy of
the individuals “that constitute her class, it is a demonstrable fact
of educational 1ife that characteristically teachers deal with ﬁupila
en masse (Jackson, 1968) (Adams & Biddle, 1979). They are, in fact,
required to deal with collectivities rather than individuals. Now
this 18 not a fact of social work life. Characteristically, the social
worker deals with and focusses on one individual at a time--or on ore
group (a family, say) that .hares the same problem. The social worker's
task is highly individualized and highly fersonalized. What is more,
the service offered is hlghly relevant--dirccted to the specific
problems of:the specific client at this specific 'time. Unlike the
teacher, the social worker remains largely unconstrained by deriands
to fit ‘sll ‘clients intc the 'sam> regimen. The curriculum is not an
ever present incubus. ‘ ' '

By the game token, the ev~luation of ‘a social worker's performance
can come to be geen in terms that are more relative than are those
used in teacher evalustion. - Success for -the gsocial worker is relative
to the 'client', the place, the conditions and the time. Not so the
teacher. ' Standardized tests, public examinations, institutional

" entrance requirements, all conspire to influence teacher evaluation

8o that it comes to be geen in terms of general, comnarative success.

The institutionalized: necking order among our educational institutions

of higher learning testifies to the principal "pgetting there fastest with
the mostest' not to the principal of "the distance you get with the

load you carried”. Predictably, tedchers and sdministratore ard

education aystems and the public come to adopt a elmilar stance. Thus

the norm becomea not what 18 best for each child hut, within the

limited perspective of graduation Success, how mahy can survive thé aystem.
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In the wreceding section the point.was wade, rather brisfly, -
that both teachers and soctal workers were, in effect, chanpe agents. -
Howevey, there are .substantial, differences in the way they fulfill the

func;%op,”,TeacherSAhave, they .contand, been charged with the task of
preservinz and perpetuating society's values. . To this extent .their role
is conservative or verhaps mor2 contemnorancously, conservational.

They know what (bghavioral) outcome 18 desirable and they arc 'in the
busingss:ofienguring‘its advant. . Their justification lies in the

mandate given them by society to ensure the maintenance of the societal:-
type. . The gocial worker on the other hand tsnds to be somewhat pragmatic
and expedient. . Confronted gs he is with a problem in social pathology
hig task {8 mot to penerate-an ideal-type but to produce a remedy~- -

the i1l is to be cured, the discomfort and distress alleviated.,

_ It is the individual case worker whose social work role most"
approximates the teacher's and.therefore merits further consideration
here. .The-way case -workers have regarded.their task has been subject -
: to change in recent yeara. tlhere once, because.they knew what would be
ﬁ“l best for their clients, social workers assidiously sought to manipulate

them onto acquiescence; the contemporary social worker views his :ask

diiferently. Basing hig approach on assumptions which attribute both free
1}1 will and responsibility to the client,.and which reapect individual ::

A autonomy and iudividual rights, he is concerned with heloing the .

client to perceive the comsequences of alternitive forms of behavior.

1n a sense, his . task is truly aducational in that he helps provide .
information, insight and understanding that will cpable .the client to

5355 perform in a way more satisfactory to himgelf becavsa the consequences
{?{ of the action will be more gratifying. This approach, in contrast with
;ﬁ? the teacher'p characteristic one, is much .less directive.. (It is

E”‘ however, not nau-directive in the strictly Roperian sense-~~for the .

expoaure of cauee and effect, antecadent and consequent fgature
. prominently.) . Because of tha imsediate and concrete,natur2 of the
gociel problem, it aften follows that -the nractical solution does not
necessarily. repregent the.'ideal’ seolution. 'Reality dictates dits own . .
terma,-and its terms aften.deviate from the ideal, 1t.is io this. sense
that the social worke..is opnsitive to éxpedieqcyam,Thg action. that an
UC individysl client takes is not necessarily for the best {n the best of -
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of all possible worlds--though it may be the nearest thing to best, given
the harsh' realities of that ciient's 1ife space. 'To put {t another way,
the social worker has to be a social relativist. ‘The solution most
appropriate in eech case'is one that takes into account the relative
condition of th: cifent, the relative condition of his life spacé and
sees both relative to the immediate nresent, the near future and '
perhaps even the distant future. ‘ (

. Por -the social worker to he both relativist and practicel,
requires him to have access to two kinds of information. First, he
must know intimately and with empathetic urderstanding what the life-
space ¢conditions of his clieats are 1ike. Second, he must have
knowlédge of act ¢nd consequence in that life-space. These twe kinds
of knowledge are 'different in kind. The first reeuires a degree of
affective involvement, of feeling and resction that goes Seyond the
mere intellectual appreciation of the facts of the disadvantaged
condition. The second requires an intellectual apnreciation of (1)
alternative forms >f behavior possible under the circnmstances, and
(11) the probability that anticipated consequences will follow._ The
social worker must know what the chances are. This latter information
of coufbse, haa to have its basis in research. hecessarily it will
also be expressed in terms of group norms. - "

Several points raised in the last two naragraphs‘innite'> o
interesting comparison with education. The education system also has
& determinfstic role in sétting vocational 1imits for most of its
clients, but it only grudgingly acknowledges this. Rather ‘does it
clafm to providé opportunities from which the capable ard eneroetic
can, 1f thay those, profit. However, there is substantial evidence to
show (see for example, the Coleman Roport) that’ ability and energy is
not necessarily enough. Environmental factors, includinp the' school,
influence the ‘6utcome extensivelyQ' The school thus inherits the double-
bind problen referred tu earlier. Should it rewlistically prepare a
proportion of {ta clients for a future life of relative deprivation,
or should 1t mafntain thé ‘pretence that all can rise above ‘16, A
further problem arises directly out of this, .hould "the school'eiso
have regard for ‘réseatch based group data that can be used to predict o

oy TR,
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l:l{J!::future probabilities. In actual practice, it already does to some
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extent. Counsellors and vocational guidapce personnel operate with:'
such a base. 'Cﬁaracteristically thay are concerned.with. ‘specfal = .
problegsf: Also from time to time, the. school takes. into account
intelligénge ﬁeasures‘and‘bgifoﬁmgnce measuces whose group based -
probgpili;y norrs are .then uysed to classify snd dlaguose individual
comnéfences.ﬂ Two points need to be made about this. First, that while.
such norms are undoubtedly culturally influenced, cultural difference -
and cultural relativity are not taken into account in them.. Second,
there are hazards in using group based data in the diagaosis and
otognoais of individual cages. Probability statements darived - from
group data, when apﬁlied to iudividuale becnnn £4id more:than an -educated -
uess. What is more, 1t 13 an edacated guess ouly in:the sense that

if enough individuals can be guessed about, then the inciderce of
success is i;kelyr;o 50 gréatet than if the judgements were made at
random, :_:_u‘ ‘ _ , . e o
All thi; is not very helpful in the solution of the school's
problem of what fo &q asbout the nroportion of its pupils who are
1ikely to 1hﬁer;t_a life of disadvantage. . Huwever, neither is the way
in which thé-p;obleg is being dealt with at.the nmoment, It apvears
that in too many 1hstqn¢ga the school takes refuge in.the claim that
the pupils are 1ncorrigib1e. Tﬁe séhool's failure is thus excused

on the grounds that the Tav material was worthless in the first
place.l This 1s reflected in the attitude of administrators and
teachers alike. Small wouder then that a »roportion of the school
population groua up_ unaware of the odds apainst them, They know
neither the extent to which they have been victims of thedr educat*onal
and sccial circumstancea nor have they been given anything useful to
help them overcome. Instead tney nave heard the message of their own
1nferiqr1ty proclaimed loud and often. It is hardly surprising that
they come to develop .anger and regentment at the achool,. everything.

it stands for and the society that promotec it..

It 13 perhsps yorth noting in passing that 1if it is true that
the achool rejectq_egpe of its clients as hopelesa,. then the question
of the extent to whﬁch épgiéduqqtion profession can merit recognition
as a préﬁeieion becomﬁs pertinent. Doctora and lawyers cannot opt out
of their responsibilitiea to. their clients. Neither 2an social workers--

1
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despite the fact that in cormarison with teacher, the olda are often

more heavily stacked against their achievinp success.
Extrapolation: Frcm Social Work to Education

The fact that social work and education have sinmilarities and
differences provides at the one time both a startihg poiat for Ourv
utilization of social work insights and a circumseription of their
utility, Beéause both bxofessions have gome eimilar nurwoées but
dissimilar practices, it is possible to conjecture about the’ viability
of the transfer of practices from one to another. But because they
operate largély uithin different tine constraints, it is reasonable fo

wonder to what extent extranolation is legitimate. Also. because some

aspects of education are relatively immutable——tvo times two equals
four 1s not negotiable---and because much of social work is contingent,
again the relationshin has to be considered with caution. However,

there 18 annle justificafioﬁ for’underfaking the initial examination.

The -Teaching Task .

The moat satisfactory place to bapin is with the teacher of
disadvantaged children. . Typically she is concerned with a group of
children who are diverse in capacity, in personality and perhaps on
countless other scores also. Desuite the fact that they share & ~
condition of economic denrivation they are as uniquely individual as
any other group of children in any other ordinary classroom throughout
the United States. rThe suburban middle class has no monopoly on
individuality. 1In fact there are grounds for arguing that the ghetto
classroon 1s. characterized by greater diversity than are those in
homogeneous W.A.S.P. communities. Furthermore, given the predominance
of middle class teachers in the service, there is distinct possibility
that cultural-differences between teach2r ard pupil are substantfally
greatef!than in- typical suburbia.” All this sugpests two things~-that

the task of the inner city teacher is both different fron and tore difficult

than that of her suburban sister. - " SR . SRR

The . preblems that  follow from the diversity in the ghetio class-

toom and from the teacher's cultural remoteness, become crystallized at
the point where communication is attempted. They become crystallized
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because this is the point at which wisunderstanding is confirmed or
reduced. Now misunderstanding -can conveniently ke geen as a miss-
match of expectations. In any given social bituations the participants
have expectations about the kind' of Senavior they «will meet and the
kind of behavior expected of them. Characteristically too, they carrv
attitudes towarde these behaviora--sometimes neoative, sonetimes.
positive. What occurs wﬂthin ‘the situation then can either confirm
the expectations or violate them, and can veinforce the attitudes or
changa. them. In the reaching situation, the teacher has a number of
education based aeniratione that she tries to turn into expectations
that het nupils can perceive and can respond to anpropriately. .These
in the 1deal case are conaistent with an educational nhilosophy
formulated with the best interests of _the ¢hildren ip mind. Overlayin?
these expectations however, are her own social attitudes develoned
during the process of her own socialization.. These attitudes about,
society about and about man effect hex cxoectations and serve to ‘
modify thoee that are educational. In a similar but not identical way,
the children in a ghetto classroom come with pre-estahlished ideas about
school, about teachers, and about classrodms. Thesé result not
necessarily from first-hand experience but from the meanings and norms
and values that prevail in their _mmediate social environment: Like'
the teacher they have come¢ to internalize the values of che culture
they know.

Given the facts of ghetto life then, it is distinctly possible
that there are many points at vwhick pupils and teacher can violate
each aothers expectations. Even at the initial woint of contact when -
expectations about the role of the teacher and -the roles. anpropriate
for pupils are up for negotiation, the miss-match between expectations
nay be 80 graat. that no affective relations can be sgtablished. at all.

“1 It follows from the argument so far that if .the effective teaching

of children 18 contingent on compatibility of (positive): expectations; .

‘:-and that: expectations are modiffable through communication, then two

critical issues have to he faced. They are respectively; the nature
of the expectations held and the meaning of communication assayed.
, ey o S st e N . Lo et
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Teacher. Fxpectations

It is of no point.to examine here in detail the precise
expectations teachers do hold about ghetto children, provided. it is

accepted that their expectations are not as realistic or as- constructive
at they might be. In other words, the oroblem can be defined here in
terms of what thc expectations should be, rather than what they should ]
not be. L : S :
If teachers' expectations are to be functional, they have to be - b
based on two sets of knowledge. 1In the first instance the teachers
have to know what is intellectually and socially feasible for their
pupile. And second, they have to xnow what is mocially realistic for
youngsters like these. In other words, they have to know what their.:

younpsters are capable of doing and they have to know the social system ,
constraints (school, university and scciaty based) that will contain ]
and restrain th2ir achievement. . Against such a realistic perspective
they also have to rit thelr professional optimism, that they as
teachers can push their children up to and perhans even beyond che :
limits set by a prim reality. Their job then is to blend ontimism and
realism——hooe and circumspection.

What then does a teacher need in order to become reasonably _
proficient in conditions like these? The first and single-minded answer
to this question 18 quite obvious--the teacher needs to he able_to’l
understand their ghetto children. BRut what constitutes understending?
It'hss been argued by black reformers that no one'who is not black
can understand what it 1s to be black. If this argument is carried
to ite logical conclusion then presumably no member of one culture
can ever underastand another. In the sensc that no one individual s .
behaviox can ever be evtirely nredicted by any other, suﬂh an argument
has weight. But just as cue would reject the conclusion that no ‘
individuai could therefore help another, one must also reject the _ ]
conclusion ‘that’ cultural identity 1s a necessary condition for social : ]
service. 1he problem. 1f twn cultures are to be reconciled is to

A
find "r1ays of diminishing culture clash. Tor indi:iduals, this can ]
best be achieved by their coming to ap,r-ciate the nature and etiology §

differcnces scceptable. In effect, what is ,eing called for is facility
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in recopnizing the meanings that life holds for orhere fron a diffcren
culture and:coming t» recoenize that the norms and values implicit 4n
thax are legitimate, and are in fact, equivalent' to and no less valuable
than ones own.. i

- It 18 here that the experiences undergone by social workers can
be drawn on. Obviously ®ocial workers are confronted with soms of the
most degenerate manifestations of the human conditicn. Obviously too,
the manifestations invite & human reaction--dismay, dispgust, pity,
condegcension, even hatred. .Fven more obvicusly, such reactjons arz
dysfunctional--none~would‘promote effective ‘alleviation of the malaisc.
For gurvival, let alone-~success, 'social workers cannot hold their
clients in comtempt-+nor-can they patronize them. -The solution they
have found ‘to their very humsn probledi is the professional one.” The
problem is séen to be riot thiz person but the condition. What ig
permitted to appal -is the illnesg, not the patient. Their professional

ethos requires them o set their fzées dzainst tha effects of deorivatton,

not the deprived. It would not be unfair to say that, in comparison

with social workers, teachers too rendily attribute their pupils' social
and educational problems te the pupils or their parents. Children

are tagged as lazy, uncoonerative, inattentive anti-social maladiusted
disturbed trouble makers, and their narenta are dismiasnd as indolent

westrel immoral, exploitive and 60 on, and so on. It should be quite

apparent that such judgeﬂents are both nersonal and value leden. It is

the (other) peraon who 1is evil ‘and vhat 1s more, he 1= evil when

measured against the judge 8 own c1iteria. The fact that the criteria

are themselves culture biased and, for the judge, result from an
accident of birth eoea undetected.

" IE the examole of social work holds a rmral for education then,
the moral is that teachers muet come to hate the coniition of their '
disadvantaged children. ”heir tesk of remedyiny that condition is 4
hindered immeeurably 1f they A anything else. For the teacher then,
what is the condition ‘to hate. First of all it is not the overt
panifastations of poverty--shabby and dirtv clothing. lack of clean-
lineee and ‘the” like. In so £ar as there are no re-edi.l orovieions

in the achooL theee are no concern of hera. Feither are sone of the
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overt behavioral consequences of novarty. For exanple, huapger aad lack
of gleep have-their own effects on pupil hehavior. A pupil inattentive
through. hunger or fatigue 18 no mora culpable than a pupil with
epilepsy. 1In 4 similar way s rusil who manifests social behavior that

he has learned through hig out--of-school socialization is not culpable ;
either. If for example, obscenity is a ratter of everyday speech in . \
the ghetto, the teacher should not find its occurrence in the classroonm
surprising. - Neither should she attribute to others the emotional
condition she herself experiences when confronted with obscenity. What
may be intensely repugnant to her personally, may be of little
consequence o othars vhose cultural norms -do nct employ the same
adegative ganctions. .

If these are matters that should prove of littls direct concern

IR T ST W b TR ST TS TR T AT e

to the teacher, vhat are the icsues that should be saiient. Presumably
the issue most central to her should be the educational state of her
children. As the consortium recorded, she should hate the condition
' of ignorance with such intensity that everything else rales into
3 insignificance.
]  While this represents a convenient starting point for the
] teacher of disadvantaged children, it obviously leaves a great many
1 questions unresolved, for examnle; how does she come to feel this way:
how does the feeling get translated. into effective teaching behavior;
what about the gheer problem of managing and alministering the class-
room; -what' about the organizational restraints that surround her,
and 80 on. While it is not within the scope of this report to answer
such, questions in detail they cannot be ignored. For this reason a
brief attemnt vill be¢ made to indicate the direction in which one might
go to begin th2 gearch.

Commitmznt apaiust ignorance. Given the apparent fact that
suburban middle class teachers have little difficulty in.setting their

faces against ignorance, one is forced to:ask, why should this not
also be theé case in ghettos. It would seem reasonable to assume that
the answer ligs in the fact that in cuburbia, both teachers and pupils
share the same values. Because both teachers and narents have come
to accept the utility of education and because their attitudes are
; O couched in similar terma, predictably the pupile come to interaalize [

 ERIC
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similar values. Apparently thls 1s - not the case in the ghetto. So

the problem for the teasher becories one 'of apprecilating how differances
in the ghetto environment come to influenze the development of her
pupils' educational valued. Without that knowlege, any attemnt sha
night make to try to induce change or to modify her own position would ~
be no more than trial and error behavior. Consequently, her initial
need 1s to know how the ghetto views education, what it thinks of the
school, what it expscts thé school will do to and for its children.

If gome of the research reported inm the earlier section of this report
i8 true, this information would prove salutary. For cxanple, it is
apparent that disadvantaged grouns value education, They see that
education i8 necessary for vocational success. They want their
children to recéive education. They want that education to be of
quality. And they want it to be rélevant. At the'same time, for reasons
that are both clear andlegitimiate, they see the existing school as

an alien institution, divorced from their community, renresenting
untreal, remote and irrelevant, estsblishment values, Too often they

see the teachers as agents of the establishment--also alien, also -
aloof, alao unrealie*ic and alsc {rrelevant. '

‘At this point a small dipgression is necessary. In any situation
where:people have different values and dAifferent expectations, if
conflict 48 to be avoided, there are only thteé logically alternative
forms of behavior nossible--ocne party can medify his nosition in~ '
favor of the others, the othev can or both can. Characteristically in
education, the denan!? for modification has tendéd to take one form
only. The teacher demands that the children (or narents) modify their
position.~ If they do not, then by définition the child becomes a
failure and tis assoclation with the systenm terminates. For that child
and that gchool the social system has broken down. Because of the
increasing :incidence of such break-down, counter ‘demands are being
nade by parents. The voice of the community raised in protest is nov
being heard. - Interestinply and ironically, the dmands emsnating from
this quarter are often a9 intractabla and inflexihle as those that
originally came ftom the school. Monetheleas, it 1s unreasonable to =
see either the school or’tho vowmunity as wholely and uniquely
responsible for the educational i11s that beset the ghottn achcol. Both
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share. the blaim and both together hold the moune for making the test of
bLoth worlds, Both school and community in cooperation arz likely to

_achieve more than they would separately and opposed. However; it is

not organisations and institutions that cooverate, it is the peorle
in them. Consequently we get back to the probler of making it posesidle
for ghetto teachers to cooperate with their-punils and their parents,
At the simplest level the problem of cooperation can be

resolved down to three btaasic comnonents, viz:

. (1) Do you understand hov I see it.

(11) Do I understand how you see it.

(111) Now what appears to be a reasonable solution to our problem.
It is true to say that at the moment the ghetto does not sie education
the way the school sees it, neither does the school see it the way the
ghetto sees it.. As a result, arriving at a solution is virtually
impossible. To overcome this state of affairs the initiative should
come from the school. If it comes from the community instead,:it reans
that thosc who are inexnert in educating will be attemnting to solve
(difficylt and complex) educational nroblems. Thev will perforce, be.
promted by their feelings not by exnert judeement. Predlctably the
solutions otfered will be offered in desreration and hone rather than

in assurance and wisdom.. Sq if the inftiative rests with the teachers

then the problem becomes retranslated as the twin problem of;

(1) getting to understand how the others gee it,: .-

(i1) : helping ttem to understand how I see it.
The two are interrclated and virtually reguire the teacher to he able
to operate efficiently in another (ghetto) culturel context. To be
able to.do this, she needs exposure to this context in such s vay
that she can come to anpreciate what {t-means to belong to such a
culture. Necessarily .she would have to come to have a: funct{oning
avareness of the problems attendant on living in ghettos--and the '
ingenuity displayed in overcoming then. . After all, if one can marvel
at the adaptability the ancient esquimaux or lustralian aboriginals -
showed .in their harsh forbidding envircuments, it should be equally
vossible to.marvel at the ghetto dweller's udjustment to his. . -

The manner in-which teachers become familiar with the neanings, .

i1:~ values and norms Of ghetto life cannot be elahorated hete but it is

FRI :
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apparent that at least:three difforent forms of exposuve are’ likely tuv -
be useful. First of all, they should.know the facts of ghetto living.

To this extent they should become familiar with contémporary sociological
and nsychological research on ghetto sociaty. It {s here again that
social woxrk may be helpful. ' Social work, like education, is recliant

on the perceptual and conceptual orientations of disciplines other

than {tself. However, social werk succeeds in superimposing its own

"Lorrows'. A glance at much

particular perspective on the knowledge it
of the rescarch reported in section II will indicate that the social
work orientation calls for information on the effects of poverty. It
1s concerned with what hapnens to paople who are placed in conditions
that .induce disadvantage. It is concerned with the condition of
poverty as a mariipulatable state of affairs. Neither sociology nor
psychology are necessarily sc-manipulation oriented. (In fact, the
incipient echism in sociology today derives from the belief among
some suciologists that sociology should be concerned with the
alleviation of social 11ls as well as researching thenm and
intellectualizing about them.) A similar action orientation might
well suit the nev approach to .ghetto educatich. However, to he self-
congistent, the action focussed on ghould velate to education and ‘the
improvement of the educational lot of the disadvantaged.’

From this action orientation grows the second requirement for
teachers in training. Merely to have an -academic understanding of the
nature, problems and effects of ghetto 14fe 43 quite insufficient.
Closer involvement is necessary. Clearly not all the involvement can
be direct, intense and full. 1In fact, for the most part, students
will have to rest content with limited observations--one canfiot live
anotlier’s life time in a few short months. Under such circumstances
the observation will have tuv be systematic and selective, It is not °
sufficient merely to put a student intd a ghetto cotmmunity -or ghetto
schodl:and leave fortune. to dictate what she will geé or hear or come
in contact'with: This {a too wasteful. Devices must be employed to
ensure that her observational expericnces are rich in scone and variety.
lhey must, in other worda; be diverse -and tomnrehensive. This cannot -
be left to chance.: As a result-it will prebably be necessaty to
supplement real life obdervations with reccrded ones. “videotane and
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audiotape records, movies, simulations and other means of docﬁmenting
the actualities of ghetro life and education may have to be usea. In
this way some understanding of the comnlexity of thc cituation may be
gained.

" However; if such experiences are not to remaih at the super-

ficial level even more than this 1z necessary. Each student needs some

intense involvement with eomé aspects.of ghetto 1ife. To this extent
it seems prositicus to provide for the students to socnd time 1n one
specific place dealing with one specific nroblem. It is doubtful
whether the problem needs to be an educational one or not. If the
purpose of the exercise is to get the trainee's full involvement, thé ‘
problem could theoretically take any one of a aumber of forms. The
desired result will be achieved through sustained exposure to the
problem &nd all 1its consequcntial ramifications, not merel; to the
nature of the problem {itself.

Integratin, such n triunvirate of 2x-oriinces into a teacher
training progran would pose its own logistic and organisational ﬁroblems.
In the best of all possible situations such experience should be tlﬁed
to fit in with the rest of the program. The work in them should be
systematic. There should be scope for discussion, examination and
evaluation of the events involved. Hopefully, the wholesprdiess should
be theorstically substantial. In other words; it should be the anti-
thasis of the tynically unsyatematic, fortuitous, haphaiafd and..
intuitively evaluated experiences that sre usually the lot of most
teachers-in-training in their practice classrooms. ' .

A training prograr designed in such a way should succeed in . o
developing in atulents some considerable degree of Lnderstanding of
what it means’ to 1live in the ghetto. "If the’ prbgram is planned ‘and
executed with sympathy for tF $tudent's initial lpnorance and witt =
sensitivity to feelings of those in’the ghetto, the break-dowa of
gome of the old ghefto-school Sarriers could follow. However, a
considerable amount of planning would necessarfly have to be undertaken
to ensure both butcomes. This Gohld"requite'e&ucaiiunists. socidlngists
and paychologiata and social workers to ‘confer on’ the problen.' Even more
essential would“te fhe necédsity for covnmnitv resourcea to be tanped.

O
[: [(:It 1§ at this point that what the cotmuriity kndws exclusively needs to j
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be related ‘to what the experts know exclusively. From:their mutual -
consultation could come the specifics of this part of the training.
program. The spelling oyt of such specificas, best expressed as
behavioral objectivvs for the student, would require nore time in the -
making than is.available_hereﬁ It would be the initial task for the
next phase of,prpgram‘developmgnt. _ .
Transiatiqg;atgigude into action. Assuming that all goes well

with sach‘a program in gttitude development and that the students

emerge genaitive ﬁo!.and:gndgrstand;ng of the inner city condition,

vhat then? To plagiarize Bettleheim, "feeling 18 not enough”. Vhat
mediates between human and human {s not their internal conditions but
the behavior they manifest. It ig of no consequence.what a persen's
intentions are if his actions are inconsistent with them. Just as a
prejudiaqd aaofe on an aftitpde scale 18 unimnortant if the individual'’s
bebavior 1s unprejudiced, so it is unimportant if an individual's

"heart is in the right place" if his actions belie {it. .

The training oroblem to be overcome then is the problem of
ensuring that the trainees know how to translate their nev insights .
into constructive hehavior. There are two kinds of constructive
behavior at stake--interpersonal conduct and educating conduct. - Both
will be dealt with in turn. _ ,

At rock bottom interpersonal behavior i8, as we saw earlier,

a communiication issue. And this can ba vieved in two ways--first,

what form pf communication ie acceptab}e.to him, second, what is it ..

that 1 am communicating to him. There ie, of course, more at stake

here than just ygrbal language. Many aspects of our behavior communicace.

Our clqthes,pgmguntcate. our posture comrunicates, where and how we
look caqumaicatgs, our, hair style communicates, our intonation .and
pronuncia;ion.cgmmunicate, even the way we smell communicates. In any .
aociety'there_ara acceptable»and.unacceptable features to.be found in
each of the facets listed abcve.:,Compqunding the problen for the
'foreigner' also s the fact that there are expectations that surround .
the fafeigﬁer ays foreigﬁer too. For examole, it seems as if the

uge, of nou—standard Negro speech by whites in their dealings with black
speakers of non-atandqrd Negze Engiish hinders rather thanm.helps the
exchange. Now, for students to Yecome adept at palning. the necessary
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skill for: the kind of diagnostic internretive nerformance envisaged
above, 18 a matter that obviously needs svstematic exanination and
work too. ‘-Azain the matter should not be left to chance or to the
adnonition of well intended practitioners whosé sole basis for
judgement is intuition. Once again it will be necessary for skilled
researchers and educationists and cormunity i-embers to collaborate in
a concentrated attack on th2 problem. : ’

Any attempt at educating is predicated on an assumption that if
A is done, B will result. However, one lesson that has resulted from
research intoé teaching, 18 that certain qualifications have to be added
to this original, rather simple foraula. These qualifications concern:
the -teacher, the taught, the time and the place and the exteht to
which certainty about the result may be claimeéd. When all of these are
teken into account the basic assurmtion has to be re-stated as:

Given these children (this.child) at this point in time, in

this classroom, in this school, in this community, with the

facilities I have available to me, and given too my peculiar

atrengths sand wedknessés, 1f A is done there is some depree”
of probebility that B will result. C e
The complexity of the problem is obvious but for the present

discussion only a few pointe reed to be made.  No teacher can
~tunglstently make adequate decision about how to téach any class:
(1) without some awdreness of the competencies and capacities
: of her pupils, - o ' M
(11) without some awareness of the ‘system constrairits (school
" " gnd comiunity)} that surround hergelf, and he¥ pupils,
~:(144) ~ without some Hwareness of her’ own ‘compétencies and hér
"'. own limitations, ‘ e o -
'(4%) without snappreciation of different resources (books,
", T.N., slided, prograris, methods, étc.) that dan constitute
' a Yepertoire from which ehie cdr draw tb best rmeet ‘the
needs of her separate' children, 1 7 :
(v) without an appreciation’ of the educational effects of
> her aciions in that what e done toddy should relate to
 what’ was doné Yesterday snd what will bei done tomorrow.
. Necesdsarily, understandings of this order are not relévant only "
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to terchers of disadvantaged children. They are {a fact- the staple of
any teacher.training nrogram.: However, in so far as they tno nced
situational medification according to social context, the extent and .
manner ©f their applicability in ghettos . must be understood. This
peculiarly educational.nroblem 18 almost os pressing in suburbia as

it 1s in.the ghetto, . However, the ghetto situation has certain unique.

" characteristics that should be touched on brizfly here.

In the first nlace, many. of the norms of behavior--cognitive
and goclalrrthat have come to be acceptable to teachers in general,
have been derived from settings other thsn shetto ones.  Intelligence
tests. have been 'validated' without regard for cultural difference--
but they- are used ag 1f they are uﬂl&ers&lly anplicable.- Again languege
performance-18 often evaluated in terms of one (middle class) standard
while other achievement measures reflect the same sgort of cultural bias:
In a aggiyar way, but leas:fqrmally. the spcisl behavior of pupils is
charactetisficqlly1eyaluated'aga#ns; 1dea17tynica1 standards that are

‘heavily weighted in favor of the middle class child. While such

criteria-are not without some»utility,“thgi;Aipdiacriminate and
uninformed use miiitétea Ag#iﬁsf;cgqutivg educatiqn. Regretably

their -application in non-orthodoiiéétfihns‘leads to diagnoses that are
incorrect and judgéments that are irresnonsible, unprofessional and .-
often immoral. ,Judgements about lanpuage performance afford a good .
exarple, It 1s.common for teachers, coungellors.and psycholopists to
be struck by the fact that the languape nerformance of black shetto
children diffars from the laneuage of equivalent aged non-ghztto
children. They have often concluded from this that.ghetto lanpuape is
both inadequate.and primitive in form. The first of these judsenents

is right, but only in so far as the ghetto child is belng required by
the (alien) schood.to conforn to the lanpuage demands of the school.

The .second is msnifestly wrona. Linpuists have been able to demonstrate
that non-standard Negro English (the lsnguage of many ghettos) 1is
phonologically, semantically and syntactically .sopbisticated, It

is in other words a lepitimate, cormlicated lanpuage, entively .-
functional within its own socfal context. What th{s means i3 that
while differences between ghetto languages can rezsonably be fdentified,
Judgements about the suneriority,of_one-language over another cannot be

183 s



justified. . That is, thev cannot be justified in any absolute terms.

It 1s.true that one:languapge 18 more functional in one setting than

annther~--uvithout French one-is‘at a disadvantage in France. It is
. also true that some lanpuages nermit different kinds of cognitive (
processes than others. For. examnle, the tords and structures necessary
for abstract reasoning are less well develowed in some languages than
others.. However, the basic point of the functional relativity of
language has seldom been anpreciated in considering the problem of how
bast to teach langusge to ghetto .children. Rather than seeing the
relative utility of both languages-~in their appropriate contexts~~the
school-apnroved lanpuage has been nromoted as the only credit-worthy
alternative. The redulting attitude towards non-school language has
mennt not only the denigration of that language but‘the denigration,

by association, of thnse who speak it. This 1s not only socially
indefensible but educationally indefensible too. Clearly, if the -
languape internalized by the ghetto child is continually treated as -
aberrant and irrelevant, then the task of learning the other language
becomes increasingly difficult. - On the other hand, were the language
teaching issue secen in the same kind of lipht that teéaching English as

a gecond lanruage is seen go. that similarities rather than differences
were sought, then the task would be corresnondingly easier. '

There .are two points that arise out of this discussion. Vhether

or not u teacher 'feels' sympathetic and supnortive of her disadvantaged
pupils, her succeasful teaching of them is contingent on: (i) her
knowing how Lo take cultural difference into account--in other words,
her not using irrelevant 'foreign' standards in judging her nupils,

{11) her knowing the educational conseguences of the action she initiates.
One is therefore constrained to ask, how does a trainihp course vrovide
teachers~to~be with this kind of ability? An elaborate answer is not
possible--nrincipally because the evidence that would justify one is

not available. However, at this point in time it does seem reasonable

to assert: that the 'kind of in-the-community exneriences-discussed in =~ -
the previous section would be relevant and useful. More is necessatry
beyond this however. In the first place, the student needs educating
{rather than training) :in the role that evaluation, judgement -and

]E i%:~asseusnent rlay in educstion. In particular she should recognize the
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'assumptionu that-are basic to all forms of educational judgements in:-
general,. Furthermore she should then tecome habituated to identifying
the asgumptions qn-which her own judgements rest snd ensuring.that

they are-consistent with her educational objectives. The other problem~-
knowing the. consequences of her educating actions--is ‘also a difficult
one. It is probably true to say that teacher training has not been-
contingency oriented--at least as far as classroom practice is concerned.
Thera 18 uot 'availgble,:at the moment,. a considerable quantum of .
empirically based. information that states the consequences of engaging -
in a.variety.of educating actioms.' iRather, has teacher training been
intention .oriented. Much effort and time and dedication has gone into
ensuring that:tralnee teachers have the ‘right' attitudes and values,
These, appropriately idealistic as they are, have been regarded aé
worthy of all men to be believed. The consequent., homogenized character
of teacher training is hardly surprising. Seyond this however, such an
orientation has tended to take it for granted that if a trainee's heart
is in the 'right place' then her actions will be correspondinply
virtuous--and effective.. It is now manifestly ‘clear that there is no
necessary carry-over from a belief system to the science of education.
To think good thoughts: 18 not .a sufficient guarantee for effective
action. Predictably then, educationsal. research will hecome incrcasingly
concerned with -contingencies ani with the effects of various attempts

at behavior modification.v-Thete are two points arising from this that
are particularly germane for ihe teacher of disadvantaped children.

In the first place, a contingency orientation is a necessity. In the
second, care should be taken to recognize the cultural bias that way
1ie behind empirically derived contingency evidence. One should not
fall. into thp old intelligence and -achievement testiup trap again.

For example, recent resecarch based on reinforcement theory has shown
that off-task (educationally irrelevant) behavior: can be markedly
reduced by incressing 'the number and.frequency:of rewards associated
with on~task:behivior (Hall, Lund and Raben, 1968). -Whether this . =~ '
finding. applies equally in ghettos and in suburbia is yet to be ° ‘
established. Also yet to he established are the kinds of rewards. .
that reinforce in.different cultures:: It may-be that tha bullying,.-
hectoring tactics often preferred by ghetto teacher are hecesesary.
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‘Regretably, at the moment, no oue knOWS.' Bacause of our lack of
information, it behoves the teacher of disadvantared children--or zny
teacher for that matter--to look catefully at her own actions, constantly
measuring them in relation to, not only her ideals, but the consequences
as well., Such a strategy calls for a particular kind of teacher training
that i{nduces competency in both self observation and analysig_and'clasa
observation and ‘analysis. o

Classroom Managemedt. If the precediny supgestions have been

incorporated into a teacher training rrogram so that the ‘teacher of
disadvantaged children 1s (i) more than superficially awaré of what

it means to live in a ghetto, ({i) has the ability to empathize with
ghetto children, (iii) recognizes the destructive effects that
irrelevant {and unprofessional) evaluation can have, and if ‘she is also
(1v) aware of tha educational consequencas of her own actions for' her
own children, she still needs other skills, She still, for instance,
needs to be able to organize and manage her 'clients' so that her
administration does not vitiate everything else. After all, 1if her
capacity a3 an organiser is so inadequate that she can never put her
educational expertise into effect, of whnL ‘use {8 her cxnertise’

It follows then that the manawement task needs snecial consideration.
There are certain first nrinciples to start from. Some th-ngs are
better done by pupils individually, some by nupils in small groups

nad some by purils in large Qroups. Some things are better done with.
books, others with movies, others with tane- recoruers, others directly
by the teacher. Furthermore, the selection of the tyne of organisation.
and the medium of instruction calls for the recognition of the fact
that pupila differ, so that what ‘suits one may not suit a11. It also
calls for the recognition of the fact that the teacher is a variahle
too-—canable of perforning with different degrees of success with -
different media and di€ferent pupils. The teacher s firat task then ia'
to diagnose the aituation and thereafter to select the or9anisational
form and teaching nedium most likelv to acconrodnte the nany relevant N
and related variables best. It ia obvioue then that she needs skill

in diagnosing the manaperial needs of her classroom. Beyond this she'
aleso needs skill in applying the remedy. 1f her diagnosis has been

7[5 [(:‘ correct and if ane haa an array of managerial remedies to hand, the
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success of her treatment depends on the extent 'to which she can persuade
the patients.to follow. the regimen:r Whether they will do so depends
on. the extent to,.which their cooperation can be gained. It is at this
point we .can make contact with .social work again. Just as social
workers arc sensitive to the dynamics of the social groups with which
they work, teachers need to become sensitive to the dynamics of their
classroom social proups. They should recopnize the mini-formal
organisatioun they have on their hands. They should appreciate the
influence of communication and social networks. They should appreciate
how the formal and. informal organisation structures can compete with

or complement each other. Furthermore, if she is not to become a
blatant manipulatnr of human beinecs, she needs to be able to ensure
that the pupils too recognize the nature of this 'organisational pame’
so that their willing support can be assured. Once again it is not

the nurpose of this present report to go into greater detail on this

matter--merely to indicate a needed direction.-

The Teacher in the Orggnisation

Related to the previous discussion but writ larqer, is the
problem of the teacher as a mcnber of a formal orpanisation, the school,
herself. Like her pnpils, she 18 a cog in a larger wheel. She 1s hoth
critically important and, from a status point of view insignifi'ant.
She is the warker. bhe is the one who carries out the educational task.
But, for reasons that nake administrative sense, she can exercise little
power in the syetem. She is at the .one tine at the beck and call of
the Superintendent,lthe Principal the Qchool Board, the Board of
Education, her Union and probably the parents of her children.: She 1s
then both nowerful _and nowerless. However, she ig in a position where
whe can be abused by the power that others exert over her and can abuse
vhat power she herself holds. Charact rietically,there are two ways
in which she may abuse her oun power. First, she may seek relief from
her own frustrations by taking vengeance on her pupils. Second, she
may, in the company of her peexs, attemnt to use weight of numbers to
exert political power against the community. Necessarily neither action
is nrofessional though both are underetandable because the conditione
to vhich a ghetto teacher is constantly exnosed dnvite her ‘abuse by
others, so that the tenmptation to react anu then over-react 1is grent.
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A profesgionally trained teacher would necd to racognize the temptation
and to .appreciate the consequences of over-reactiord. .This is not to -

say that teachers should be acceptant when others. uniustly exercise -

their:power against the teacher. Far from it. Théy should; as well as
being taught the effects of thelr own impruijent reaction, also be
taught the ways in which prudent reaction would be nroductive. ' -~

The issue at state here 18 a survival igsue.- Teachers, if they
are to survive in ghetto schools, nced to be wise in thé way of - - =~ 3
organisational procedure.’ They shéuld ¥now how bureaucracies work.

They should know them so that they can more readily distinguish between
legitimate and . illepitimate orpanisational derands. They should know
them so that-they can effectivelv dlagnose organisational malaise. -They
should know them so that if change 18 nceded, they know how to go about
inducing change effectively and without trauma. :
- The.implication of such assertions for teacher trairing is that
- trainees need .to be introduced to groun dynamics and organisationdl
study in such a way that they learn adantahility under differemt.
conditions of organisational life. By this means it may b possible .’
for the 'they' of the administration and the 'us’' of ‘teachers to -
operate in each others mutual interest.

A special word needs to be said here about one of the points -:.
raised in the consortium. The sneakers pointed ‘out that the training
process uged fo: social workers institutionalizes the {dea of e

individuality. Fech trainer 1s seen as autonorous. How he (or she)
poes about the business of training or educatins her sceial work
riovitiates is 8 vrivate business. -Prescriptions and circumscriptiohs::
are noticeadbly absent’.- This, the speakers argued, was‘one of the ' -
means by which- students come to see the social worker+client relationship
as intensily individualistic. The role models displayed by the trainers
themselves: -provided variety, differentiation ant originality. : Now, - *-
by centrast, schools of education demonstratec solitarity through
similarity. - 1:.1s:probably true :to say that aven LF Collepe of
Education professorsrare nost vequired to verform:according to ohe - ': °
standard model, they. tend to ‘give the innression:that they are. If - .-
o this 18 Bo,- then clearly their megsaces: about the uniqueness of the - . ‘
]E[{J!:pupil and repard for individuality aré belivd.by their behavior. . .= =
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Thexe are:grounds then  for .suggesting that, in any prégrah of teacher
training, attemjts should.be made to provide a varfietv of role models
among:.the-trainers themselves. WNot only would this enhance :the.
probability that individual students would then have a more extensive
repertoire to draw-.on; .but necessarily, tolerancs of difference would
be engendered too. . . . s

‘A further word also needs to be said under this heading on the
topic of community tnvolvement. It is natently anparent that ghetto -
communities, in reaction apainst their exclusion from the educational
affairs of .the nation;. are clamouring to be heard. Predictably some - °

of the clamour represents over-reaction. Community involvement has

‘come to mean corrmunlty control. ‘The issue of politicsl power has

become confused with the issue of educational competency. " Knowing
they hurt, the deprived have demanded not only treatment but "that they’
shall be their own doctors. "As a rasult some communities have sought

the right to exercise a voice in matters in which they have no €ompetency.

In a nixture of dismay, fear and guilt, dchool authorities have some-
times acceded~-thus abrogating the exnertisa, training and knowledge of
their own personnel. Two results follow. First, the cémmunity, now
exercising a dominant voice in the affairs of the school, is frece-to -
mike -agdin many of the mistakes that were.made earlier, in this and
the last century, Second, the teachers, frustrated and Insecure, are
unable to either ‘carry out their old.role; or define a new appropriate
one. . ‘
There 13 no opportunity to debate .the pros and cons of ¢oOmmunity
involvement here, however teachers im rhetto schools should. be aware of

the fssues. Furthermore, they should be both knowledpeable about the

- mituation and capable of clesrly and effectively indicating their own

position. - They shbuld have rio difficulty in conceding to the community
its rightful fnvolvement. =Zut:they should be fierce in*support of their
own professional integrity. Necessarily, in goinp through the kinds of
experiences that would produce this kind of educated c(tcﬁqspection'
and resolution, they would have to confront a nurtber of issues that . - .
schocls have characteristically {gnored. : Por example, they would hivz
to rationalize the extent of their legitimate intereat. -Very likely,
thefr defined area of expertise will be heen to be far less than the
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school has previously 1liked to adrdt. DPlaced in loco parentis,
hitherto the scheols.have ofter.pre-enpted and excluded the -eal parent,
Furthermore, g3 the members. of the social work congortium nointed: out,
1f the -teacher's task 15 'to teach, then the decisions that are
incidental to-teaching need not be made by teachera. when the school

S FEUNUN

is open, who uses it and for what, are-not of themselves educational”
issues. In other words, 1f the schiool and the cormunity exist for - -
each other’s mutual benzfit, there are ways of arriving at a wmutuelly
beneficial rather than detrimental result,

Social Workers and Teachers. -~ It ig fittine at this pnint to
consider the kind of relationsghip that does and could exist between the

school and social work agencies. Both have need ‘of each other's
services but only rarely are both zble to take full advantage of each
other's gkillg. - At the present tima it seems as if the schools are
inclined to sustain their nosition of remotencss. Isolated from the
people, suffering from delusions of grandeur about the task assigned

to them and their compatency in doinp it, thay have tended to be -
megalomanial. Everything concerning this child is our. preserve and-we -
are capable of oroviding 211 that is needed. To this axtent, they vieu
the 'outside' gocial worker with suspicilon, seldon offerinpg help and = -
even more rarely soliciting it., It is also-obvious that the school,

by its very allen: irrelevance, makes work: for the social worker.: Some .
of his clients' problems are either school made prohlems.or -are.nrodlens
that are susceptible to educational remediation. Obviously too, some
of the school's problems result from acticn by social workers or RRERE
comnentary or criticism from them. Clearly auch a state of affairs is
reprehénaible. But equally clearly, to remove it reauires goodwill and

intelligent appreciation of the problem by the membera of both

"institutions. 1f teachers-to-be are to achieve such a deyree of

enlightéﬁment, 1t will not cone about by chance. Obvlously the training
ﬂrogram would nced to make e ‘deliberate attemnt to provide for it.

What this attempt should be would best bo worked out by educationel _
planners and sooial workers togethet. However the follouing general
poitits cdn b& ‘made here. foie e ' k ‘
T in the firet place, tiere {s no need for teecher trainees to

become either intimately fnvelved with the otoblena "of social work or
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extensively knowledgesble about thom. Thay do however, ‘need to know

the ,sphere.of. operation within which. socfal workers work. Thie weans’
they should know about the ‘kinds of task the soclal wotker carries:

out, the vay he ongrated, the principles that lic behind his wetformance
and most importantly, -the ways in which the social worker's job and his
own are mutyally.dependent. He should as well, appreciate that the
social worker csn help him.': He should therefore annreclate the advantages
that will accrue from seeking bis help and thé way in which he can go
about getting 1t. If he 1s to .functidn efficiently under such ' - "
circumstances, there {8 a certdin amount of information he nesds to
have about.the social services available in the community. Very often
the teacher is the most socially sanhisticated contact 'a ghetto family
has. If the teacher can act as an infoimant about relief action -that

a troubledfamily .can take, she .can help ensure that disadvantage can be
overcome, . B .

- With this kind of nrovigion fncluded in a teacher training program,
it would geem that -there would be scone for a student to be assoclated
to some extent with social workers. If the-tcacher's training is to
be community relevant and community involvad, then relevance and.
involvement may- be gained in this.way. This suggests that the teacher
of ghetto children should have an enlarped horizon. While her prime
responsibility would continue to be over what happens in the classrocm,”
the community relevance of what happens there would also be appreciated.

Discussion

_ In the greceding parapraphs sugpestions have been offered sbout:
devising ; course of training appropriate for teachers of disadvantaged

. children, The starting point for the suggestions vas the social work

consortium and the research renorted Ar sections IT apd III. Negessarily,
not all the suggestions owe their genesis to these gources.. The .
reporter is an educationist. uecessarily his onrsptctive 1s.an
educational one. Everything he views §5 secen throuph (distorted by)

the educational lenaes he wears. As_a result .a nunber. of liberties .
have been teken with the source material so that it has, from tice to
time, beu1 used a3 a launching pad for an educational thought. [t is
hoped thet such an appruech has done no injustice to the social work
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perspective,

Finally, it must bc remembéred that the express nurpose of this
excrcise was to get to first base. lmat was requircd was an indication
of whether or not it would be uaeful to cstatlish links betwsen sceial
work and education and, if so, how to start to do it. This revort has
clearly indicated that it would be useful to establish contsact. It has
also suggested how this might begin to be donP. The next step would
require further and more direct collaboration bctw en curriculum
planners, social workers and.the community. 'Their ‘task would'Be”to
first subject this renort to critical examination, and second to dccide
what would.be worthy of undertaking. They would third, start to specify
the behavioral objectives implicit in the undcrtakinz. fhey would
fourth, take the behavinral objectives to. the. social workers: aaying,
this.1s what. we want our students to he able to do, how can you help
us arrive at the bast way of doino it? Tifth with the nlan outlined
they would have to specifv the equipmert, orpanisation and exoerience
detail that would provide the means whereby it would be carried out.

At that point they would undertake sixth, a nilot study critically
examining and evaluating each component. When adjustments had been
made and evaluated, then and only then would the full scale nrogran
be ready for mourting.

Such an approach thoush somevhat time-consuning, would have the
benefit of being systematic and rational. It would, in other words,
be consistent with the kind of arproach that has characterized American
sclence and technology--and this, it scems to us, is worthy of emulation

in the social sclences.
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